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To Diana
For wherever we go, whatever we do,
As long as we do it, together.
— Sondheim (1959)
"Together Wherever We Go"
The Road goes ever on and on
Down from the door where it began.
Now far ahead the Road has gone,
And I must follow, if I can.
Pursuing it with eager feet
,
Until it joins some larger way
Where many paths and errands meet.
And whither then? I cannot say.
— J.R.R. Tolkien (1965)
The Fellowship of the Ring
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ABSTRACT
Translating Philosophy Into Instructional Practices:
The Development and Field Testing of an Integrative
Approach to Preservice Teacher Education
(June, 1977)
Donald Leonard Simpson, B.A., University of Bridgeport
M.Ed., University of Massachusetts
Directed by: Professor Mary R. Quilling
The overarching goal of a professionally oriented Educational
Foundations Component of a teacher education program is to encourage
the prospective teacher to think critically about the philosophic
principles underlying his teaching practice. The primary purpose of
the present study was to develop and field test a program directed to
this goal. Underpinning the design of the approach were three theo-
retical concepts: (a) the process of inquiry described by John Dewey,
including Dewey's position regarding the proper relationship of theory
and practice; (b) the nature of critical thinking; and (c) the Kerr-
Soltis Action Model of Teaching Behavior (Kerr and Soltis, 1974).
An instructional process was formulated and defined that coordi-
nated the field-based and university-based preparatory experiences of
prospective teachers. The explicit description of the approach was
utilized as a standard against which to evaluate the program; the
definitional standards of the program included a description of
viii
(a) the terminal and enabling objectives, (b) the functions of the
major elements, (c) the temporal organization, and (d) the staff roles
and the criteria employed in their selection. The approach was
designed to be implemented in the second semester of a three-semester
teacher preparation program.
Through a series of Educational Philosophy and Curriculum
Development Seminars, student interns were taught techniques of
applied philosophy and curriculum development that could be utilized
in their field work. Emphasis was placed on the student interns'
ability to teach using technically sound practices that derived from
explicit theoretical principles. The lesson plans developed through
the Seminars were implemented by the student interns, each of whom
videotaped a sequence of successively sophisticated lessons. The
videotapes served as a basis for the critical discussions held between
each student intern and educational philospher during individual Con-
ferences. The educational philosophers encouraged the student interns
to utilize techniques of critical thinking in inquiries initiated from
genuine problems emerging from the field experience.
The Discrepancy Evaluation Model of Malcolm Provus was utilized
as the methodological design for the field testing. The evaluation
was guided by five major questions: (a) Was the approach installed
as defined?; (b) How well were the enabling objectives of the approach
accomplished by the Pre-2 student interns?; (c) How well were the
terminal objectives of the approach accomplished by the Pre-2 student
interns?; (d) Were the Conferences practical and effective in the
ix
judgement of the part icipants-Pre-2 student Interns and educational
philosophers?; and (e) what changes were needed to Improve the
approach? The participants In the field test Included seventeen stu-
dent Interns and five educational philosophers; the duration of the
field test was four months.
The information collected indicates that the approach was
installed as defined, that the enabling objectives were attained by
student interns, that two of the three terminal objectives were
achieved by all interns, with only three student interns attaining the
third terminal objective, that student interns both initiated and sus-
tained critical analysis to a greater degree in a later Conference
than in an earlier one, that the Conference process was judged "ade-
quate to "above adequate" with respect to practicality and effective-
ness, and that all but one of the participant groups of educational
philosophers and student interns concurred in recommending continua-
tion of the program with minor modifications. In short, the findings
of the present study indicate that the approach is sufficiently effec-
tive to warrant continued refinement.
The major shortcoming perceived by the participants was the lack
of a systematic process for examining philosophic concepts addressed
in the Educational Philosophy Seminar. Additionally, refinements
were suggested with respect to the inclusion of an educational phi-
losopher training program and the extension of the methodology of
inquiry into additional phases of the student interns’ preparatory
experiences
.
x
Continued research should be directed toward the determination of
the explicit procedures employed by educational philosophers in
encouraging prospective teachers to acquire both the techniques and
attitude of critical thinking.
xi
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CHAPTER I
TRANSLATING PHILOSOPHY INTO INSTRUCTIONAL PRACTICES:
THE DEVELOPMENT AND FIELD TESTING OF AN INTEGRATIVE APPROACH TO
TEACHER EDUCATION
Nature of the Present Study
Traditionally, schools of education have placed their major under-
graduate emphasis upon preparing students for the teaching profession.
The program utilized by such preparatory institutions usually includes
an academic component and a practicum component. The program, there-
fore, consists of a series of specified courses and experiences needed
to meet some standard; usually those adopted by the National Council
for the Accreditation of Teacher Education (N.C.A.T.E.)
.
Within the academic portion of a teacher preparation program,
teacher trainees are usually required to complete all of their aca-
demic requirements prior to initiating their student teaching; thus,
theoretical preparation in its entirety precedes practical application.
Furthermore, the methods and subject matter courses are usually iso-
lated from psychological and philosophical foundations. Left to the
practicum component, then, is the task of having student teachers inte-
grate the theoretical underpinnings of their preparation into effec-
tive and relevant practices.
2The gap between ideology and actuality is not closed by
university-based, professional theoreticians who may have limited
experience in the actual application of theory in the classroom.
The design and operation of teacher education programs organized as
described separate theory from practice, subject matteer from the
basic logic of thought, and intellectual from emotional concerns.
Such separations result in the preparation of teachers who are often
unaware of the theory behind the practices they utilize in guiding
children's learning.
The relationship of theory and practice is an issue educational
philosophers have wrestled with for decades. Worth noting are two
distinguishable, yet closely related, views of the perceived func-
tion of Educational Foundations within a university setting: academic
and professional. In the first view, the function of Educational
Foundations is perceived to be one of applying various philosophic
skills to educational problems and issues. Thus, from the time of
Plato, philosophers have attempted to determine the epistemological,
logical and ethical underpinnings of the process by which skills and
knowledge are acquired.
Closely related to this academic function of Educational Founda-
tions is what has been termed the professional function. If Educa-
tional Foundations is to have any impact in teacher education, accord-
ing to this view, it must affect teachers' behaviors and roles in some
manner
.
Educational Foundations is characteristically taught from an
3academic perspective. Three major shortcomings of the typical
Foundations educator were identified in the Teachers College
(1969):
1. First, he tends to cling intractably to his own
discipline and is reluctant to become involved in
anything outside the investigative, analytic dimen-
sion of education.
2. He does not view his principal function to be educa-
tor of teachers.
3. He is out of touch with what is going on in the
schools. His commitment to subject matter and to
study of education as a discipline orients him to
view the process of education from the disengaged
vantage point of academician-outsider. (p. 28)
In short, university-based educational philosophers do not typically
bridge the gap between theory and practice. Conrad Nash and Seifman
(1973) concluded that the conventional Educational Foundations educa-
tor is, "merely a decorative atavism in teacher education" (p. 43).
Lacking a logical connectiveness between theory and practice,
prospective teachers tend to utilize practices in educational settings
that are often determined with little reference to theoretical princi-
ples. Amplifying on this position, Dewey (1903) stated:
The student adjusts his actual methods of teaching, not to
the principles which he is acquiring, but to what he sees
succeed and fail in an empirical way from moment to
moment: to what he sees other teachers doing who are
more experienced and successful in keeping order than he
is; and to the injunctions and directions given him by
others. In this way the controlling habits of the teacher
finally get fixed with comparatively little reference to
principles in the psychology, logic, and history of educa-
tion. In theory, these latter are dominant; in practice,
the moving forces are the devices and methods which are
picked up through blind experimentation; through examples
which are not rationalized; through precepts which are
4more or less arbitrary and mechanical; through advicebased upon the experience of others. Here we have the
explanation, in considerable part at least, of thedualism, the unconscious duplicity, which is one of the
chief evils of the teaching profession. There is an
enthusiastic devotion to certain principles of lofty
theory in the abstract—principals of self-activity,
self-control, intellectual and moral—and there is a
school practice taking little heed of the official
pedagogic creed. Theory and practice do not grow
together out of and into the teacher's personal experi-
ence. (p. 14)
Flanders (1971) offered a more current, but similar, appraisal of the
need to link principles of teacher behavior. "With most present prac-
tices, the gorge between theory and practice grows deeper and wider,
excavated by the very individuals who are pledged to fill it.
. . . To be understood, concepts in education must be verified by
personal field experiences; in turn, field experiences must be effi-
ciently conceptualized to gain insight" (p. 176).
If the field experience is conceptualized as the reality in which
concepts should be verified, as well as instructional processes
refined, then the educational philosopher is in a key position to
develop theoretical principles that underpin the practices that stu-
dent interns demonstrate in actual classroom settings. Dewey (1903)
suggested that student interns need a framework for the systematic
analysis of their teaching strategies. One possible way that student
interns could develop their ability to utilize a logical framework
for analyzing their own effectiveness is to practice thinking criti-
cally under the guidance of educational philosophers. Through their
courses, educational philosophers, then, would necessarily emphasize
5the development end practice of critical thinking techniques, rather
than the acquisition of cognitive knowledge conventionally covered in
Educational Foundations.
Statement of the Problem
The primary purposes of the present study were to develop and
field test an approach for accomplishing the overarching goal of a
professionally-oriented Educational Foundations Component of a teacher
preparation program: to engage the prospective teacher in thinking
critically about the philosophic principles underlying his teaching
practice. Underpinning the design of the approach were three theoreti-
cal concepts: (a) the process of inquiry as posited by John Dewey,
including Dewey's position regarding the proper relationship of theory
and practice; (b) the nature of critical thinking; and (c) the Kerr-
Soltis Action Model of Teaching Behavior (Kerr and Soltis, 1974). The
evaluation entailed the collection of information to assess the
installation of the approach, the accomplishment of enabling and
terminal objectives, the feasibility of the approach, and the changes
that should be considered to improve the approach.
The present study had a dual emphasis on both design and field-
testing. The intent was to develop a conceptually-based approach
that could provide a framework both for the design of student teach-
ing experiences and for systematic, supervised reflection upon them
by the student teacher. The appropriate methodology to test this
approach, at the present stage of development, was suggested by evalua-
tive, rather than experimental design. The emphasis in the present
evaluation centered upon both the installation and process aspects of
the approach, with more limited attention devoted to outcomes.
The Context and Nature of the Instructional Approach
The development and implementation of the Educational Foundations
approach was carried out in the context of a single teacher educa-
tion program at the University of Massachusetts at Amherst in conjunc-
tion with the Amherst /Pelham School District; a more detailed discus-
sion of the development and implementation of this process may be
found in Chapter III.
The Amherst /Pelham Education Program (APEP) is designed to pro-
vide for both the preservice preparation of elementary teachers in
addition to the continuing education of inservice teachers. Since the
program’s inception in 1971, a major purpose of APEP has been the
joint development and operation of a teacher education program between
coequal partners: the School of Education, University of Massachusett
and the local school communities of Amherst and Pelham.
Incorporated within the design of APEP are three sequential stu-
dent teaching practicums; each practicum potentially provides students
with opportunities to relate academic and experiential learnings.
These three sequential practicums within APEP are briefly
described with their supporting class activity.
7|g T In^rnflp (Pre-^ ; A minimum of nine hoursper week is spent by each Pre-1 student Intern teamed
with a cooperating teacher in one of the participating
°f
the first semester. Weekly seminars are heldat which the Pre-1 student interns are exposed to methods
and materials appropriate to the elementary school, six
credits are awarded upon successful completion of thePre-1 Internship.
Pr^e-Student Internship (Pre-2) : A minimum of twelve
hours per week is spent by each Pre-2 student intern
teamed with a cooperating teacher in one of the partici-
pating schools for the second semester. Successful com-
pletion of the Pre-2 Internship carries six credits. In
addition, each Pre-2 student intern is enrolled in four
other three-credit courses: (a) Educational Philosophy
Seminar; (b) Curriculum Development Seminar; (c) Reading
Methods; and (d) Math Methods.
Student Internship : Each student intern spends a full
semester, full-time, with a cooperating teacher in one of
the participating schools. Successful completion of the
Student Internship carries twelve credits.
In APEP, Pre-2 student interns are required to take the Educa-
tional Foundations Component concurrent with the six-credit practicum.
The instructional approach
1
utilized in this Component attempts to
overcome the usual isolation of ideology and reality in a prospective
teacher's preparation, as well as the separation of university-based,
academic preparation from the Pre-2 student interns' on-site experi-
ence.
The Educational Foundations Component is comprised of three
This instructional approach was initially developed by
Dr. Robert Wellman, Professor of Educational Philosophy, at the
University of Massachusetts at Amherst.
8interrelated elements 2 that are coordinated with the six-credit prac-
tice of the Pre-2 Internship: (a) the Educational Philosophy Seminar
for Pre-2 student interns; (b) the Curriculum Development Seminar for
Pre-2 student interns; and (c) individual Conferences between each
Pre-2 student intern and educational philosopher utilizing videotapes
of the Pre-2 student intern's performance in classroom settings.
The Educational Philosophy Seminar
Weekly sessions are designed to equip Pre-2 student interns with
certain techniques and processes of applied philosophy. To maximize
the continued acquisition of these skills by the Pre-2 student intern,
systematic follow-up and feedback occur throughout the semester for
the purpose of clarifying and refining those skills. Consequently,
provision is made for this group of Pre-2 student interns to discuss
and analyze theoretical issues arising in their teaching performance.
2Additional elements comprising this approach consist of the
following: (a) educational philosophy faculty and staff meetings to
ensure the smooth operation of the component as well as to train
prospective educational philosopher/analyzers for field work with
Pre-2 student interns; (b) an inservice training program for cooperat -
ing teachers during the summer that familiarizes cooperating teachers
with the context and procedures of the approach currently employed
with Pre-2 student interns in APEP; (c) continued inservice training
of cooperating teachers during the school year to maximize their
continued acquisition of the techniques and processes of applied
philosophy; and (d) triadic interaction of educational philosopher
,
and student teacher to analyze Pre-2 student intern's performance in
a videotaped lesson. The elements briefly described above that
involve cooperating teachers have been designated by Foundations
Component developers as being at a pilot trial stage of development.
Consequently, the inclusion of these elements in the present field
test is not appropriate.
9In essence, the approach utilized in these seminars assists
student teachers in their systematic formulation of meaningful philo-
sophical principles upon which to justify their teaching practices.
The topic areas treated in the Educational Philosophy Seminar
include
:
1. methodological aspects of teaching;
2. disciplines of knowledge;
3. discovery learning;
4. critical thinking; and
5. social and moral purposes of education.
The Curriculum Development Seminar
Closely coordinated with the Educational Philosophy Seminar,
this second seminar involves weekly sessions designed to equip Pre-2
student interns with various skills in curriculum development and
instruction. Provision is made for the Pre-2 student interns to prac-
tice, refine and utilize the skills developed in the Curriculum
Development Seminar in their teaching.
Emphasis is placed on the Pre-2 student interns' ability to imple-
ment in their classroom technically sound practices that are derived
from explicit theoretical principles. Consequently, the products
developed by Pre-2 student interns through this Seminar are utilized
by instructors in the Educational Philosophy Seminar in assisting the
Pre-2 student interns to clarify the purposes they seek to achieve, and
the means they will use to accomplish their intentions.
10
The topic areas treated In the Curriculum Development Seminar
include
:
1* siting and sequencing of objectives;
2. design and implementation of question asking strate-
gies;
3. characteristics of learning experiences;
4. criteria for effective organization; and
5. procedures for evaluation.
Individual Conferences
The protocol utilized in this element requires each Pre-2 student
intern to videotape five lessons during the course of the semester.
Initially, a single lesson is planned, implemented, and videotaped by
each Pre-2 student intern. Successive videotapes involve greater
sophistication with regard to the curriculum content and expectations
of the Pre-2 student intern, particularly in planning sequential les-
sons. Finally, each Pre-2 student intern prepares a comprehensive
unit plan to be implemented the following semester as a student intern.
At a Conference, both a Pre-2 student intern and an educational
philosopher are present. These sessions are designed to provide Pre-2
student interns with an opportunity to integrate their university-
based and field-based learning. Each Pre-2 student intern's experi-
ence is utilized as an indispensable stimulus to his thinking more
critically about his teaching performance. In so doing, the educa-
tional philosophers assist each Pre-2 student intern in the
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Identification of techniques and procedures to examine critically
genuine problems stemming from personal experience in actual classroom
settings.
Emphasizing critical inquiry, the Conferences are pivotal to
Pre-2 student interns being able to relate their teaching performance
to broader, yet explicit, philosophical principles.
Guiding this interrelationship of the three elements discussed
above are three terminal objectives (T .0
.
L
-
T.0.
3
).
T
*°*l : The Pre-2 student intern will plan a series of
single and multiple, sequenced lessons to be
implemented in the classroom with a group of
pupils. Implementation will be videotaped for
future analysis with an educational philosopher.
T.0*2 : The Pre-2 student intern will demonstrate his
ability to perceive relationships between spe-
cific problems identified in implemented,
videotaped lessons and broader philosophical
issues inherent in the identified problems.
T.O
.
^ : The Pre-2 student intern will demonstrate his
ability to utilize techniques and procedures
of critical inquiry with less reliance on
educational philosophers across Conferences.
Terminal objectives one through three (T.O^ - T.0.
3
) subsume eighteen
enabling objectives (E *0.1 e.o. 18 ). Various enabling objectives
require activity provided through one, two or three of the elements of
the approach. For example, each Pre-2 student intern attains enabling
objective one, regarding the planning and implementation of a single
lesson with appropriate rationale, objectives and tactics, through a
series of eight conceptually-integrated sessions offered in the
Educational Philosophy and Curriculum Development Seminars. This
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coordinated set of Seminars is designated as Seminar Series One. The
accomplishment of enabling objective one (E.O.^ i s prerequisite to
the Pre-2 student intern both commencing Conference One and his achiev-
ing later enabling objectives. Over the course of a semester, each
Pre-2 student intern participates in four Seminar Series in educational
philosophy and curriculum development that are coordinated with four
Conferences. For purposes of organization, each Seminar Series/
Conference unit forms a Cycle. The four Cycles constitute a temporal
organizational framework to which both the objectives and the three
elements of the approach are related; a more detailed discussion of
the instructional procedures is found in Chapter III.
Methodology of the Evaluation
The participants in the present study included seventeen Pre—
2
student interns from a university teacher education program and five
educational philosophers. The investigator assumed the dual role of
instructor for the Curriculum Development Seminar and coordinator of
the three elements in the Educational Foundations Component. The
field test took place over a period of one semester.
Because a developing program was to be evaluated in the present
study, the Discrepancy Evaluation Model (DEM) of Malcolm Provus (1973)
was selected for the methodological design. The four stages in this
model correspond to aspects of the development /implementation
sequence: program definition, program installation, program process,
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and program product or outcome. Prior to the present study, the
Educational Foundations Component staff had reached consensus on an
acceptable definition of the approach; the evaluation, therefore,
emphasized the remaining three stages in the model.
Five major questions and a number of specific subquestions were
formulated to guide the evaluation. These five questions are listed
below with a brief description of the nature of the data collected for
each.
Question A; Was the approach installed as defined (DEM Stage
• Information was collected to determine the degree to which the
present approach was installed as defined.
Question B: How well were the enabling objectives of the
approach accomplished by the Pre-2 student interns (DEM Stage III)?
The degree of attainment by Pre-2 student interns of enabling objec-
tives one through eight and the level of autonomy demonstrated by
Pre-2 student interns in their accomplishment of selected enabling
objectives ten through eighteen were rated by the educational philoso-
phers
.
Question C: To what degree were the terminal objectives of the
approach accomplished by the Pre-2 student interns (DEM Stage IV)? The
degree of attainment by the Pre-2 student interns of the terminal objec-
tives inferred an analysis of Pre-2 student intern accomplishment of
those enabling objectives subsumed by each terminal objective.
Question D: Were the Conferences practical and effective in the
judgement of the participants (Pre-2 student interns and educational
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Philosophers)? The educational philosophers rated the Conference
process to indicate whether implementation was straightforward and
efficient, or whether extraordinary efforts by the staff or unusual
administrative arrangements were required. Furthermore, attitudes
of Pre-2 student interns and educational philosophers toward the
Conference process were measured to determine its effectiveness.
(Question E;
—
What changes are needed to improve the approach?
Discrepancies between expectation and actual performances measured in
evaluation stages II, III and IV suggest certain problems requiring
the developer’s attention; in addition, suggestions for improvement
were solicited directly from participants.
Significance of the Study
The present study addressed the problem of the integration of
theory and practice in the preparation of prospective teachers, uti-
lizing the Educational Foundations Component within a teacher prepara-
tion program. The present study was viewed by the investigator as a
step forward in the development of tested instructional procedures
for bridging the gap that presently exists.
Described explicitly was a strategy for integrating the study of
Educational Foundations with field experience. The product of the
proposed development and evaluation study could result in the broaden-
ing of the concept of applied philosophy in addition to stimulating
its application in the design and operation of teacher education pro-
grams.
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Finally, the present approach initiated collaboration between
university-based educational philosophers and curriculum developers
within the context of the local school. Procedures for expanding this
concept to include additional university-based theoreticians from
other academic disciplines could result in more effective collabora-
tion between the university and local school. Although this study
primarily documented an approach to integrating theory and practice,
it also described procedures for lessening the gap between university-
based theoreticians and on-site practitioners.
Delimitations of the Study
Since the present study was designed as an initial field test,
generalizations of the results of the present study will be limited
by a number of factors. The number of participants was small (N=17)
and the sample of Pre-2 student interns in the present study was from
three elementary schools associated with one university-based teacher
education program. Further research is necessary with larger, more
varied samples.
The application of the processes utilized in the present study
depended upon a close proximity between local school community and uni-
versity. In addition, videotape recording and playback equipment and
technicians were essential to the installation and operation of this
approach. Thus, the approach was somewhat limited in its utility.
Finally, the investigator assumed the role of developer and
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coordinator in the operationalization of the approach, and was a
participant/observer throughout the study; thus, experimenter bias
was not controlled in the evaluation design.
Organization of the Study
The present study is reported in six chapters. In Chapter II,
the selected review of the literature provides information regarding
the conceptual bases underpinning the present study: John Dewey's
Theory of Inquiry, including his conceptualization of the proper rela-
tionship between theory and practice; the concept of critical think-
ing; and the Kerr-Soltis Action Description of Teaching Behavior. In
the following chapter
,
the development of the approach to be tested
is described, the present approach is defined and the instructional
procedures are delineated. In Chapter IV, the evaluation methodology
is explained: the field test setting, the specific field test ques-
tions, the instrumentation, the data collection plan and the analyses
are described. Next, the findings of the study are presented and
interpreted; the questions posed in Chapter I are answered. The con-
clusions and recommendations of the present study are discussed in
the final chapter with implications presented for further research.
review of the literature
The inability to make the connection between theory and practice
is a most glaring deficiency in prospective teachers' preparatory
experiences. A major aspect of the problem is the relative lack of
emphasis on the development of habits of thinking. Brown (1968) com-
mented that teacher preparation programs are often operated as "essen-
tially thought immune, ’turkey stuffing' operation(s)" (p. 10). John
Dewey (1916) observed that, "while no one doubts, theoretically, the
importance of fostering good habits of thinking,
. . . acknowledgement
is not so great in practice as theory" (p. 179). In order to establish
a foundation from which to formulate a conceptual design for resolving
the present deficiency in prospective teachers' thinking habits, perti-
nent selections from the literature were reviewed.
The literature review is organized into four sections. John
Dewey's conceptualization of the process of inquiry is described in the
opening section, together with a discussion of the proper relationship
between theory and practice. In the second section, the teaching of
inquiry is examined with reference to the preparation of prospective
teachers. The Kerr-Soltis Action Description of Teaching Behavior is
described in the third section, as it provides a content for inquiry
during the period of student teaching. The chapter concludes with an
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example that demonstrates how the reviewed literature can be applied
in an Educational Foundations Component designed to help the prosper
tlve teacher to think critically about the philosophic principles
underlying his practice.
A Theory of Inquiry
Inquiry is the controlled or directed transformation of
an indeterminate situation into one that is so determi-
nate in its constituent distinctions and relations as to
convert the elements of the original situation into a
unified whole. (Dewey, 1938, p. 104)
The process of inquiry commences with an indeterminate situation
that is non-cognitive (felt or sensed), identifies certain cognitive
aspects that are transformed to more abstract or symbolic levels, and
finally returns to existential operations that are both practical and
particular. In this way, inquiry integrates the theoretical with the
practical, while relating the cognitive with the non-cognitive.
The process of inquiry for Dewey is the methodology by which
experience is transformed from an unreflective
,
uncritical, common-
sense level to one representing reflection, analysis and understanding.
Scientific inquiry and social inquiry are examples of the general
process of inquiry as they share the same origin, the stimulus pro-
vided by an indeterminate situation. Through stages of reflective
thinking appropriate to the given context, the perceived problem is
analyzed and resolved; Dewey equated reflective thinking with the
process of inquiry.
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Stages In the Process of Inquiry
The transformation of a cognizable situation from some degree of
uncertainty to relatively complete understanding may be outlined by a
number of stages that focus on various parts of the sequential process
of inquiry.
Perception of a Problem
. Dewey (1938) believed that inquiry
begins when the equilibrium of an individual's habitual interaction
with his environment is interrupted. The path of action being pursued
by an individual becomes "uncertain, unsettled, disturbed" (p. 105).
Dewey called such interruptions "indeterminate situations," which he
contended are felt before they are cognized.
For inquiry to continue, an individual's initial response to the
indeterminate situation must foster inquiry at the expense of immediate
solution. Opportunities for inquiry are frequently aborted, as there
is a tendency in uncomfortable circumstances "for fixed habits to
assert themselves so the feeling of disequilibrium will not be
realized, thus preventing the emergence of a defined problem" (Doll,
1973, p. 6). Dewey (1938) has described the appropriate response that
an inquiring individual makes as one of substituting indirect action
for direct action. The indirect action that is most useful in foster-
ing inquiry is the statement of the indeterminate situation in terms of
a problem or problems.
Conception of the Problem . Recognition of an indeterminate situa-
tion as problematic requires "an intellectualization of the difficulty
or perplexity that has been felt (directly experienced)" (Dewey, 1933,
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p. 106). Dewey (1938) further noted that the conception of the
problem determines "what specific suggestions are entertained and
which are dismissed; what data are selected and which rejected; it is
the criterion for relevancy and irrelevancy of the hypotheses and con-
ceptual structures" (p. 108).
Dewey (1938) concluded that a problem statement is meaningful
insofar as "the statement contains within it suggestions as to possi-
ble solutions or solutions" (p. 109). The meaningfulness of these
suggestions is a function of the identification of the data elements,
or "facts of the case" that constitute the terms of the problem; "they
must be taken into account for any relevant solution that is proposed"
(1938, p. 109). Furthermore, Dewey labeled suggestions arising from
the problem statement as "ideas" if they contain potential value as
guides to the resolution of the problematic situation.
The Proposal of a Problem Solution . At the center of the third
stage of inquiry is the development of concrete conditions for realiza-
tion (means)
,
in conjunction with the possible suggestions and hypothe-
ses emerging as resolutions for the problematic situation. Dewey
(1938) believed that the emergence of ends in conjunction with means
depends upon "a knowledge of past causal relationships, an analysis of
present conditions and a projection of future possibilities" (p. 126).
Dewey cautioned, however, that it is the nature of human thought
to have ideas "pop into the mind"; a phenomenon that both facilitates
and impedes inquiry:
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It is tempting to try a number of these suggestions to
resolve the problem or identify answers to the perplex-
ing situation. However, at this time, if emphasis is
placed upon immediate and practical solutions, then, the
suggestions will not turn into hypotheses, notions will
not be transformed into ideas and inquiry will cease pre-
maturely. (Doll, 1973, p. 62)
Again, the inquiring person should withhold direct action if the
inquiry is to be completed successfully.
Reasoning
. Once ideas are developed, an additional dimension of
meaning is attained by what Dewey called "reasoning," the process of
directly relating the meaning of an idea to other meanings of ideas in
the same symbol system. At this stage in the inquiry process, ideas
are not dependent upon sense experiences; they "run beyond what is
actually given in experience" (Dewey, 1916, p. 188). Through the
process of reasoning, "suggestions and hypotheses are put within an
abstract framework of already logically connected ideas, and traced
out for their validity, implications and logicalness" (Doll, 1973,
p. 62). Dewey (1916) further contended that the opportunity exists to
remove ideas from the particular, to deal with them in an abstract,
logical, integrative way. The process results in making the original
idea precise to a point whereby both "operationalization can be clearly
ascertained and criteria for verifiability are developed" (Hedley, 1968,
p. 47). Moreover, the status of hypothesis is achieved by the original
idea. To be functionally a hypothesis, it must be in a form "in which
it can instigate and direct an experiment that will disclose precisely
those conditions which have the maximum possible force in determining
whether the hypothesis should be accepted or rejected" (Dewey, 1938,
p. 112).
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Testing by Action
. In this stage, an experiment is conducted
"in accord with the requirements of the idea of hypothesis to see if
the results theoretically indicated by the idea actually occur" (Dewey,
1938, p. 114); the results obtained are used as a test of the hypothe-
sis' validity. If confirming results are obtained, then there is evi-
dence to assert that the original hypothesis was warranted.
The successful conclusion of a given inquiry results in knowledge,
or as Dewey calls it, a warranted assertion. Dewey (1916) further con-
tended that knowledge is not cognitive in the strict sense of the
word, as it derives from experience:
Inquiry is a way of operating upon and with the things of
ordinary experience so that we can frame our ideas of them
in terms of their interactions with one another, instead
of in terms of the qualities they directly present, and
that thereby our control of them, our ability to change
them and direct their changes as we desire, is indefinitely
increased. Knowing is itself a mode of practical activity
and is the way of interaction by which other natural inter-
actions become subject to direction. (pp. 105-106)
The acquiring of knowledge, then, is "not the act of a spectator, but
is the activity of an integral participant in a natural world"
(Wellman, 1976, p. 4).
In summary, the process of inquiry could be represented by a
cybernetic model (Figure 2.1). The perception of difficulty or per-
plexity is the input into the process. The difficulty or perplexity
is conceptualized as a problem statement; possible ideas for resolving
the problematic situation are suggested; and the ideas are examined
within an abstract framework resulting in the formation of a precise
hypothesis to control experimentation. Finally, experimentation is
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Figure 2.1. The Cybernetic Model of the Inquiry Process
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conducted to see if the results obtained support the hypothesis. The
information gained from the experiment may stimulate further inquiries.
It should be noted that the figure groups the three intermediate
stages of inquiry under the heading "transformation". Actually, Dewey
believed the order in which an individual moved through the three
intermediate stages could vary. The figure further suggests that the
order of the stages is most definite for the first and last stages
given, and that a warranted assertion can serve to stimulate further
inquiry.
The Relationship of Theory and Practice
Increasing numbers of warranted assertions organized in an
increasingly useful manner represent acquired knowledge that is avail-
able to guide future inquiries. Warranted assertions that prove pro-
ductive in the suggestion of further inquiries and that are applicable
to more than one problematic situation are conferred the status of
theory.
To Dewey, theory is developed exclusively in association with
practice, which serves as a frame of reference. Theory is, therefore,
conceptualized as "belief, policy or proposed procedure to serve as
the basis of action. . . . Theory (defined in this context) might be
seen as the intelligent expansion of practice, which permits theory to
follow practice as well as lead it" (Brown, 1968, p. 8).
In the following section, Dewey’s position regarding the proper
relationship of theory and practice as applied to the preparation of
prospective teachers is examined.
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The Nature of Practice in Teacher Education
,
that a primary purpose of the teacher education p
.• Dewey (1903) argued
racticum should be to
make the prospective teacher "a thoughtful and alert student of educa-
tion, rather than to help him get immediate proficiency" (p 15) . He
favored a laboratory approach to student teaching over one that he
labeled an apprenticeship approach, contrasting the two as follows:
On the one hand, we may carry on the practice work with the
object of giving teachers in training working command of
the necessary tools of the profession; control of the tech-
niques of classroom instruction and management; skill and
proficiency in the work of teaching. With this aim in view,
practice work is, as far as it goes, of the nature of
apprenticeship. On the other hand, we propose to use prac-
tice work as an instrument in making real and vital theo-
retical instruction; the knowledge of subject matter and of
principles of education. This is the laboratory view
(P. 9)
From the apprenticeship point of view, the purpose of practice is both
practical and immediate; it prepares prospective teachers to function
in the classroom. In contrast, practice work in a laboratory approach
is administered primarily for the "intellectual reactions it incites,
giving a student teacher a better hold upon the educational signifi-
cance of the subject matter he is acquiring and the science, philosophy
and history of education" (Dewey, 1903, p. 10). The laboratory posi-
tion described by Dewey calls for a specific application of the theory
of inquiry in teacher education. Rather than directly modeling the
cooperating teacher in instruction and management, the prospective
teacher in the laboratory position utilizes the indirect action of
inquiry.
Dewey (1903) believed that the intent of the practicum could be
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subverted by not granting the student teaeher adequate opportunity to
link principles with action through a rather gradual acquisition of
teaching techniques:
There is a technique of teaching, just as there is a tech-
nique of piano playing. The technique, if it is to be
educationally effective, is dependent upon principles. But
t is possible for a student to acquire outward form of
method without capacity to put it to genuinely educative
use.
. . . Plunged prematurely into the pressing and prac-
tical problems of the classroom, the student adjusts his
actual methods of teaching, not to the principles he is
acquiring but to what he sees succeed and fail in an
empirical way from moment to moment
. .
. ; theory and prac-
tice do not grow out of and into the student teacher's
personal experience. (pp. 13 -14 )
In short, time is needed for the student teacher to carry out multiple
inquiries, moving through all stages of the inquiry process and iterat-
ing the sequence whenever an hypothesis is rejected.
The Unity of Subject Matter and Method
Dewey viewed subject matter (knowledge) and method (thinking) as
connected; he believed their separation into distinct entities exempli-
fied a spurious philosophic dualism. Dewey believed that the unifica-
tion, or continuous action, of subject matter and method is attained
through the process of inquiry. Through inquiry, method becomes the
controlled utilization of subject matter toward desired outcomes.
Dewey recognized the usefulness of separating subject matter and
method for analytic reasons, however:
When a man is eating, he is eating food. He does not
divide his act into eating and food. But if he makes a
scientific investigation of the act, such discrimination
is the first thing he would effect. He would examine on
the one hand the properties of the nutritive material,
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and on the other hand the acts of the organism in appro-
priating and digesting. Such reflection upon experience
(the experienced) and the experiencing
—the how. When
we give names to this distinction, we have subject mat-
ter and method as our terms.
. . . This distinction is
so natural and so important for certain purposes, that
we are only too apt to regard it as a separation in exis-
tence and not as a distinction in thought. (1913
p. 194)
Separated into distinct entities, subject matter is a ready-made, sys-
tematized classification of the facts and principles of the world,
nature and man; method provides the means by which subject matter may
be presented to students, and their learning facilitated.
Dewey contended that if the preparatory experiences provided
prospective teachers treated subject matter and method as separate
entities, "some evils" could result in the practices of a teacher
preparation program's graduated teachers:
1. Concrete situations of experience are neglected.
2. Extrinsic motivation is relied upon.
3. Learning is made a direct and conscious end in
itself.
4. Prescribed steps are mechanically followed.
5. A general method is imposed upon all alike.
(pp. 193-206)
In order to reduce the occurrence of such teacher practices, Dewey
(1903) proposed that the prospective teacher should apply the process
of inquiry and thereby ensure the proper relationship between subject
matter and method. Since a prospective teacher's field experience sup-
plies a context in which genuine problems stemming from personal expe-
rience naturally suggest themselves, a continual supply of problematic
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situations is available for inquiry or other forms of critical think-
ing.
The Teaching of Inquiry
Although Dewey adequately describes the sequence in which inquiry
unfolds, he furnishes little elaboration with regard to the techniques
and attitudes an inquirer should possess to gain greater control of
the inquiry process. Consequently, questions remain unresolved about
how an inquirer could actually intellectualize a felt difficulty, or
develop conditions for realization in conjunction with the possible
suggestions and hypotheses that emerge as resolutions of the prob-
lematic situation.
In this section, the techniques and attitudes are specified that
an inquirer needs to acquire in order to engage in the process of
inquiry in a complete and efficient manner. Moreover, the role is
described that educational philosophers might take to encourage pro-
spective teachers to utilize the techniques of critical thinking and
formulate the critical attitude.
The Techniques of Critical Thinking
Smith (1953) suggested that, "if we set about to find out what a
statement means and to determine whether to accept or reject it, we
would be engaging in thinking, which for lack of a better term, we
shall call critical thinking" (p. 130). Noting that the predominant
manner of speaking presumably builds the notion of correct thinking
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in the notion of critical thinking, Ennis (1967) stated that critical
thinking, "is the correct assessing of statements" (p. 115). Ennis
further added that inherent in the concept of critical thinking are
three basic analytically distinguishable dimensions: (a) the logical-
relationships between meanings of words and statements; (b) the
critical—knowledge of the criteria for judging statements; and (c) the
pragmatic description of how precise the criteria for judging the
statement must be.
Contending that critical thinking is indicated when no similar
situation can be recalled for a solution to a problem situation, Fea
(1974) concluded that the necessary and sufficient attributes for crit-
ical thinking were twofold familiarization with the nature of assump-
tions and a process for selecting a standard for evaluating opinions.
From his examination of the literature, Wallen (1963) stated
that critical thinking definitions seem to encompass some or all of
the following characteristics
:
1. The use of the scientific method, including emphasis
of evidence.
2. A tendency to be inquisitive, critical and analyti-
cal in regards to issues and personal behavior.
3. The use of correct principles of logic. (p. 523)
Hunt (1975) indicated some specific abilities included in the
general concept of critical thinking would be, "the ability to define
a problem, to select pertinent information, to formulate hypotheses,
to draw conclusions validly, and to judge the validity of the infer-
ences" (p. 8).
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Ennis concurred with certain examples documented by Hunt but
expanded the list to include the twelve aspects of critical thinking
that follow:
1. Grasping the meaning of a statement.
2. Judging whether there is ambiguity in a line of
reasoning.
3. Judging whether certain statements contradict each
other.
4. Judging whether a conclusion follows necessarily.
5. Judging whether a statement is specific enough.
6. Judging whether a statement is actually the appli-
cation of a certain principle.
7. Judging whether an observation statement is
reliable.
8. Judging whether an inductive conclusion is war-
ranted
.
9. Judging whether the problem has been identified.
10. Judging whether something is an assumption.
11. Judging whether a definition is adequate.
12. Judging whether a statement made by an alleged
authority is acceptable. (p. 117)
Synthesis of the preceding definitions in relation to Dewey's theory
of inquiry suggests the use of the following techniques in the present
study:
1. Identification of a problematic situation.
2. Definition of the problem.
3. Derivation of information relevant to the problem.
4. Appraisal of the information obtained.
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5. Analysis of key concepts in the problem.
6. Determination of stated and unstated assumptions.
7. Formulation and selection of relevant hypotheses.
8. Derivation of techniques for appraising hypothe-
ses
.
9. Deduction of valid conclusions.
10.
Preparation of plans to act with respect to
drawn conclusion.
Through the introduction of critical discussion into the prepara-
tory experiences of prospective teachers, the opportunity exists for
prospective teachers to acquire such techniques of critical thinking,
and thereby improve their control of the inquiry process. Evans (1976)
contended that the undertaking of critical discussions requires that
certain procedural commitments be agreed upon by the participants over
the course of several critical discussions. These commitments
involve "(a) doing certain things in a certain way; (b) establishing
and observing certain criteria; and (c) adopting certain attitudes
toward the endeavor" (p. 120). A more explicit description of six
appropriate commitments follows:
1. Commitment to Impartiality and Objectivity . The
guarantee of impartiality and objectivity is
required by the very nature of the critical discus-
sion; in philosophical inquiry we seek to arrive at
the best understanding we can of a particular issue,
and, in order to do that, we must attend to all
considerations that are significant for this issue.
We will usually decide that some points are less
significant than others. But this can only be done
after they have been given due consideration—as
opposed to being ruled out even before being con-
sidered for their significance. In practice, this
commitment to impartiality and objectivity means
that both student and teacher should give equal
weight to every proposal made, to every issue
uncovered, to every objection raised.
Commitment to Considering Only Relevant Criteria.
The task of deciding which considerations are
the relevant ones can be exceedingly difficult.
Although this commitment will not determine which
considerations are relevant, it does indicate an
awareness that such a distinction can be made, and
suggests the inclination to try to make it. How-
ever, if the participants in this discussion seek
to arrive at the best possible understanding of
the problem and the best possible resolution of
the dilemma, then they must be committed to con-
sider only those criteria that are most signifi-
cant and relevant to the issues at hand.
Commitment to Consistency
. Participants must
strive to make their thoughts and statements at
one time compatible with those at another time.
This is necessary if the discussion, as a whole,
is to be at all comprehensible, if the different
portions of the discussion are to ’fit together,'
and if the discussion is to make any kind of
cumulative progress toward its objective. This
means that it is not 'acceptable' or 'appropriate'
for one to make a statement that is patently con-
tradictory to any of one's previous statements.
Commitment to Comprehensive Thinking . Participants
must strive to apply the commitments of critical
discussion to every aspect of the endeavor. They
cannot accept a critical attitude in some areas
of consideration, and ignore it in others. There
can be no 'sacred preserves' which lie beyond the
reach of the critical approach. They must be will-
ing (at least in principle) to subject to critical
scrutiny everything that might arise during the
course of the inquiry.
Commitment to Equal Regard for Individuals as
Resources. Participants must be committed to
respecting each person in the discussion as a
possible source of valuable information, relevant
considerations, or persuasive arguments. Given
that the students' prime objective is to arrive
at the best possible solution, then it is at
least secondary (and at most irrelevant) from
what source that solution comes.
33
6* Commitment to the Search for Reasons
. The partici-
pants must be committed to the search for defensi-
ble reasons on the basis upon which to make their
decisions and determine their behavior. This com-
mitment must be accepted or else there would be no
sense in jointly discussing reasons in the first
place. The student should strive to make decisions
on the basis of the merits of the case that can be
made for or against a particular position. (Evans.
1976, pp. 120-122)
What Evans has done is operationalize, at least in part, some
explicit behaviors that teacher /philosopher and students should observe,
if the former is to guide a student's inquiry or critical thinking.
Evans concluded that "it is necessary for these principles to be
operative in all critical discussions. Thus, participants must be com-
mitted to such principles" (p. 122).
The Critical Attitude
The question could be posed: Does training in critical thinking
skills enable a student to utilize such training? Passmore (1972)
responded to this question using Max Black's Critical Thinking as an
illustration
:
But suppose an undergraduate has read and mastered
,
let
us say, Max Black's Critical Thinking . Suppose, that is,
he can answer any questions we care to ask him about the
content of Black's book. He never for a moment doubts,
however, that everything Black says is correct; he is
content to learn by heart what Black says and to follow
in every detail Black's advice on doing exercises. His
reverential attitude to whatever he reads, that is,
remains unchanged; it never even occurs to him to apply
the skills he has learned to anything except Black's
exercises. Has this person learnt to be critical? The
answer, I should say, must be clearly in the negative.
(p. 417)
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In this section, the individual proficient only in the acquisi-
tion and application of critical thinking skills is differentiated
from the individual characterized as being critical.
Passmore suggested that being critical is more of a character
trait than a skill. "To call a person ’critical’ is to characterize
him, to describe his nature" (p. 418). Passmore labeled this charac-
ter trait, the critical spirit, as distinguished from the skill of
being critical of techniques. He described the skilled critic as one
"who regularly draws attention to defects in what confronts him"
(p. 419). To exhibit the critical spirit,
... an individual must be alert to be rejected; the
rules ought to be changed; the criteria used in judging
performance modified;
. .
.
perhaps even that the mode
of performance ought not to take place at all. (Passmore,
1972, p. 420)
Illustrating the distinction between the critical spirit and the
skilled critic, Passmore suggested that a teacher who has the capacity
to criticize his own performance along with the performance of his stu-
dents operates as a skilled critic; such a teacher often draws atten-
tion to the deviation of his pupils from fixed norms. Although the
teacher, as skilled critic, tends to encourage his students to
examine critically their own performances and the performances of other
students, "the teacher is not automatically engendering in them a crit-
ical spirit" (p. 420).
In contrast, Passmore contended that providing instruction to
develop the critical spirit involves "the teacher encouraging his
pupil to look critically at the value of the performances in which he
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is taught to engage as distinct from the level of achievement arrived
at from such performance" (p. 420)
.
Illustrating this distinction, he further stated:
Fagin, for example, taught his young thieves to be criti-
cal of their own performances and those of their fellow
pickpockets; an authoritarian society may, through its
teachers, teach its young to recognize and to be expert at
criticizing heresy. But neither Fagin nor the authori-
tarian society is at all anxious to encourage in the young
a critical attitude towards their own procedures
—
quite
the contrary. (p. 420)
Supporting Passmore’s distinction, Evans (1976) differentiated
between reasoning skills and the critical attitude. He posited that
reasoning skills are a necessary but not sufficient condition for
developing the critical attitude. He observed that, "critical think-
ing requires not only a possession of certain critical skills (i.e.,
reasoning), but also possession of what might be called the 'critical
spirit' or 'critical attitude'":
The critical attitude differs from the mere capacity to
be critical of certain types of performances. Teaching
students to be critical is more than just teaching how to
do certain things; it is teaching each student to look
critically also at the value of the performance in which
he is taught to engage, and the tasks he is taught to
perform. (p. 15)
Evans further suggested that a student could learn to reason without
the instruction of a teacher skilled in reasoning, but could not
develop a critical attitude:
It is not possible for the student to develop a critical
attitude if such an attitude is not manifested by the
teacher. ... A student will not develop such a criti-
cal attitude unless the student is encouraged and allowed
to be critical. (p. 15)
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Consequently, Evans concluded that a teacher must possess both a criti
cal attitude and value the development of such an attitude on the part
of his students.
One possible factor contributing to the inadequate training in
the critical thinking process could be the omission of appropriate
experiences at all levels of education (Ennis and Paulus, 1965;
Gardiner, 1966; Paulus, 1969; Roberge and Paulus, 1971; Johnson,
1973) . Instead of gaining experience with inquiry throughout his
education, the prospective teacher has been exposed to teaching models
that are basically directive, as Flanders (1971) noted:
After fourteen years, he is likely to be quite dependent,
expecting the instructor to tell him what to do, how to do
it, when it is finished, and then tell him how well he did
it. ... The present, average domination of teachers is
best expressed as the rule of two-thirds; about two-thirds
of the time is spent by many teachers expressing fact and
opinion, giving some direction and occasionally criticiz-
ing their pupils. (pp. 175-190)
Lacking the opportunity either to observe or practice critical think-
ing, the prospective teacher tends to copy the teaching style to which
he has been exposed for so long. Consequently, graduated teachers from
such teacher preparation programs tend to concentrate their efforts on
"preparing their pupils for examinations . .
. ; they teach precisely
the subject named in the curriculum, guiding themselves by the text-
books in use and attempting to smooth the part for children" (Bereday
and Laurvey, 1956)
.
For purposes of illustration, both the techniques and attitude of
critical thinking may be added to the particular procedures previously
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represented in the cybernetic model of inquiry (Figure 2.2). As indi-
cated in the figure, the techniques of critical thinking could provide
the inquirer with a means for accomplishing the transformative
processes of inquiry. For example, the inquirer will be more able to
propose a problem solution (Stage III), if he is proficient in such
critical thinking techniques as appraisal of information and analysis
of key concepts. Moreover, having acquired the requisite techniques
of thinking critically, the inquirer might tend to know, for example,
how to avoid the substitution of direct for indirect action, thus
preventing the premature abortion of an inquiry in progress.
The figure further indicates that the possession of a critical
attitude might particularly affect the initial and final stages of
inquiry. By developing a critical attitude, not only could an inquirer
be more perceptive to directly felt perplexities as origins for inquiry,
but, he could also tend to recognize new directions for inquiries emerg-
ing from the results of presently concluding inquiries. Finally, the
acquisition of a critical attitude could further reinforce the commit-
ment by the inquirer to continue inquiry to its completion.
The Kerr-Soltis Action Description of Teaching Behavior
For educational philosophers to utilize the problematic situations
that emerge from a prospective teacher's field experience as the
stimuli for inquiry, a means is needed of screening out the trivial,
non-teaching problems, while facilitating the identification of
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Figure 2.2. The Attitude and Techniques of Critical Thinking
Incorporated Into the Cybernetic Model of
Inquiry
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substantive, teaching-related problems. One such screen could be a
theoretical description of teaching that identifies actions and deci-
sions characteristic of teaching. Such a descriptor could provide a
basis for selecting the content of the process of inquiry.
In the present section, the Kerr-Soltis Action Description of
Teaching Behavior (1974), including its extension by Noddings (1974),
is examined as a framework to which the prospective teacher’s field
experience can be related. The Action Model seems particularly appro-
priate as it not only provides an adequate theoretical description of
teaching as action, but it also identifies specific competencies relat-
ing each of the action categories.
The Constituents of the Action Model
Kerr and Soltis (1974) described teaching (T) as a series of sys-
tematic actions (A) to bring about learning. This theoretical descrip-
tion consists of an ordered triplet of action constituents: (a) choice
of particular goals
,
A(g)
; (b) choice of tactics , A(t) ; and (c) imple-
mentation of tactics, A(i). These three ordered constituents operate
within the context of an unordered pair of additional action cate-
gories: (a) setting general goals, A(G) ; and (b) assessing situa-
tional factors, A(S) . The description may be abbreviated to read as
follows
:
T: A(G),A(S)/A(g),A(t),A(i)
The Action of Setting a Goal . Kerr and Soltis reasoned that
teaching is an intentional activity that brings about learning. Thus,
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if a teacher is engaged in an activity that is not tied in with the
accomplishment of some goal to bring about learning, the activity
would not count as teaching. They explained:
One couid engage in activities that are commonly associ-
ated with teaching, but yet he would not be said to beteaching if what he was doing were in no way connected
with getting someone to learn a goal. Likewise, we would
think most odd the language usage in the statement, 'I am
teaching but I do not intend to bring about any learning.
'
That is, on the grounds of ordinary language usage, we
can say that at least in some sense the goal of bringing
about learning is analytic to the notion of teaching under
an action description. (p. 6)
Given that an essential feature of teaching is having a particu-
lar goal to bring about learning, Kerr and Soltis observed that "If
the goal of effective learning is analytic to the concept of teaching,
it logically follows that the action of setting that goal should be
one of the constituents of teaching as action" (p. 6).
In teaching, however, one usually sets or holds more than one
goal to be attained over a given time period. To reflect this reality,
Kerr and Soltis expanded their notation to reflect multiple goals held
simultaneously to read as follows:
A(g
x
... g
n
)
The Action of Selecting a Tactic . In order to attain a stated
goal, intentional action must be engaged in (Danto, 1968). In elaborat-
ing on this category, Kerr and Soltis stated that "In view of the nature
of the type of goal that ia analytic to teaching, if one is to teach
he must not only set goals, but also choose the medium or tools (tactics)
by which he will try to achieve that goal" (p. 7). They further
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stated that the selection of tactics is restricted to those activities
that appear to have a likelihood of accomplishing the stated objective.
Consequently, the choice of an activity as a tactic depends both upon
the particular goal and the perceived likelihood that the activity will
bring about the state of affairs that constitutes the goal. There are
cases where a tactic could consist of several rather than one activity.
In such cases, activity one may be experienced by a group of pupils so
that activity two could qualify as a tactic for attaining the stated
objective. Kerr and Soltis referred to such sequenced activities as a
complex tactic. Furthermore, there is a set of tactics at least as
large as the set of goals; the inclusion of this concept into the
expanded notation of action teaching would read:
A
<8l • • • g„) > A(t . . . t )11 l n
The Action of Implementing a Tactic
. Kerr and Soltis identified
the action of implementing a tactic as the third member of the ordered
triplet of action constituting an action description of teaching. In
their description, Kerr and Soltis viewed choosing a tactic and imple-
menting that tactic as logically ordered categories, the relationship
being that of planning instruction, to carrying out that instruction.
In clarifying what could count as an implementation of a tactic, Kerr
and Soltis explained:
Whether or not one is practiced in a particular activity
which would count as an implementation of a tactic might,
however, bear upon his choice of tactic. . . . The point
here is that while one’s choosing a tactic and one's
implementing that tactic are logically ordered action
categories, how well one is practiced in the particular
activity that would constitute an implementation of the
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:
17Ut i*ner on the table , but most often only if theck thrower has good aim and a strong arm. (p. 10)
Including this action category, the expanded notation would read
as follows:
A
<Sl ••• gn),A(t 1 ... tn),A(i 1 ... i )
The Action of Setting a General Goal
. An appropriate question
to raise here is what determines the basis for deciding which learn-
ings to attain? Kerr and Soltis reasoned that the nature of the rela-
tionship between a teacher selecting a particular set of goals
( gl
... g
n
) , as analytic to a larger goal (G)
,
is that the achievement
of the broad goal A(G) is constituted by the accomplishment of certain
smaller goals (g) . Furthermore, Kerr and Soltis concluded that, "a set
of broad goals (G) is not necessary to an instance of teaching as medi-
ated action, but provides a context for the mediated action series."
This description is reflected in the cumulative notation to read:
A(
G-l ...
G
n
)/A(
gl ... gn
),A(t
1 ...
t
n
),A(i
1
...
i
n
)
The Action of Assessing the Situation
. Kerr and Soltis identi-
fied the action of taking into account and assessing situational fac-
tors as the second, unordered, action category constituting the context
for the ordered triplet of mediated action [A(g, ... g ), A(t, ... t ),
-L n l n *
A(i^ ... i^)]. Considerations such as adequacy of tactic materials and
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resources, in addition to pupil status with respect to specific goals,
are treated as situational factors. In notation, the situational
factors are described as: A(S
X ...
S
n
) . The completed description
of teaching, in full notation, is as follows:
T: A(G
X ...
G
n
),A(S
1 ... S^/A^ ... g^) ,A(t 1 ... O ,A(i ... i^)
Kerr and Soltis stated that the relationship between the context
[A(G)
,
A(S)] and the mediated action series [A( g) , A(t) , A(i)] is that
a change in the context necessitates the initiation of a change in the
mediated action series, if teaching is to continue.
. . . Any change in one’s choice of general goal [A (G)
]
would require the teacher at least to decide whether the
previous goal that he set (g) is analytic to the new over-
arching goal (G) . In turn, any change in (g) would
clearly require a new choice of tactic, and so on. Like-
wise, any change in the situational factors that the
teacher takes into account [A(S) ] would require the
teacher to interrupt the mediated action and initiate a
new mediated action series, unless the person simply
stops teaching. (p. 13)
Location of Teacher Competencies in the Action Model
Kerr and Soltis stated that teacher competencies (C) could now be
located in the resulting connections between action categories. A
schematic interpretation (Figure 2.3) of the action model showing the
location of connections between action categories was constructed by
Noddings (1974, p. 285). Kerr and Soltis identified these connections
within the action model to be:
: Connection Between Tactic (t) and Implementation
(i) . When an individual teaches something to some-
one, he must engage in some type of activity; the
(s)v
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implementation of an activity being a tactic. One
type of teacher competency, therefore, is the par-
ticular tactics a teacher chooses to implement.
Actual implementation represents a proper inter-
pretation of the chosen tactic.
Connection Between General Goal (G) and Tactic (t)
.
A second type of teacher competency requires the
teacher to have acquired the disposition to choose
tactics for their likelihood that (a) proper
implementation of the tactic would result in the
achievement of the goal, and (b) the teacher is
able to do the tactic well. The determination of
the guiding goal (G) can restrict the choice of
tactic activities. Kerr and Soltis explained that
if the guiding goal (G) is to make a person a good
citizen in a democratic society, not just any
tactic for achieving any one of the set of
behavioral objectives (g's) would be consonant
with the guiding goal:
Such tactics as would discourage the stu-
dent's participation in decisions that
affect the social and economic life of
his community, for example, would neces-
sary hinder the achievement of at least
another of the subgoals (g's) which is
analytic to the large, guiding goal (G)
,
even though those same tactics might have
a very high likelihood of achieving some
of the subgoals (g's). (p. 11)
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3
: Connection Between General Goal (G) and Subgoal
_(&)_• A third type of teacher competency consists
of particular analytic and synthetic skills for
determining what set of subgoals (g's) constitutes
a given general goal (G)
; g's analytic to G. The
nature of the relationship between the subgoal (g)
and the guiding goal (G) is that the guiding goal
is achieved only if a certain set of subgoals,
that are taken by the teacher as analytic to it,
are attained. Such an analytic decision (G-g)
must be based, in part, upon ordinary language
analysis; what set of subgoals (g's) would have
to be accomplished in order for someone to be
said to understand x, (G)
.
The identification of
the subgoals (g's) is restricted by how the term
"understands" is used in ordinary language, as it
is also with such terms as "is aware of" and
"appreciates".
C. : Connection Between Situational Factors (S) and
4
Subgoals (g's) . A fourth type of teacher compe-
tency consists of assessing relevant situational
factors (e.g., length of teaching period, avail-
ability of materials, pupil entry behavior, pupil
emotional status, level of skill development)
that could affect a teacher's efforts to pursue
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learning goals. For a teacher to adequately
assess important situation factors is dependent
upon both the "scope and sophistication of the
teacher's perceptions of the elements in the
teaching situation
. . . and basic knowledge of
potential factors which impinge upon the educa-
tional process" (Kerr and Soltis, 1974, p. 16).
Furthermore, changes in situational factors
would affect both what goals and tactics might
be possible.
Extending the Action Model
Noddings (1974) suggested that the Kerr-Soltis Model should be
extended to include two additional action categories: (1) assessment
of beliefs A(B)
; and (2) assessment of knowledge A(K)
. Arguing that
the Kerr-Soltis Model made no provision for either the choice of sub-
goals (g's) or tactics (t's) that were consistent with a teacher's
belief system, Noddings stated:
Surely, the set of objectively available g's and t's is
constrained by the teacher's ideology, principles, etc.
We have no way in the Kerr-Soltis Model to differentiate
between a case in which a teacher chooses an empirically
sound tactic (t) with which he is philosophically com-
fortable and the case in which he half-heartedly accepts
a tactic (t) because someone said it would work. (p. 286)
Noddings stated that action category A(B) would require a teacher
to, "choose tactics which are consistent with a coherent set of
beliefs" (p. 286); action category A(K) would require a teacher to
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develop a set of particular tactics from which to choose the most
appropriate one. In doing so, Noddings contended that, "we might
look for competency in the teacher’s assessment of alternative
tactics, as well as, his choice of a particular tactic (t)" (p. 286).
Noddings stated that the choice of a broad goal (G)
,
therefore, should
be made within the context of action categories: beliefs, knowledge,
situation, A(B,K,S). Noddings declared that, "once a general goal (G)
has been chosen, it becomes a contextual background against which fur-
ther actions are displayed" (p. 289). A schematic of Nodding' s exten-
sion of the Kerr-Soltis Model is shown in Figure 2.4.
Application of the Concepts Reviewed to the Present Study
In this section, the ideas reviewed in the present chapter are
illustrated as they might apply in the design of an Educational
Foundations Component within a teacher preparation program. If one is
to encourage the prospective teacher to engage in critical thinking
about the philosophic principles underlying his teaching practice,
then a methodology is required. The process of inquiry, together with
the aforementioned concrete techniques, could provide the necessary
methodology.
Since inquiry is a process, it requires a content to be processed.
Such a wide variety of problems emerge in a prospective teacher's
field experience that there must be some basis for the choice of prob-
lems on which to focus. The Kerr-Soltis Action Description of Teaching
A(B)
A(K)
A(S)
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Behavior suggests some possible contents for inquiry in an Educational
Foundations Component.
During a prospective teacher’s field experience, he plans and car-
ries out instruction, thereby acquiring a degree of familiarity with
several of the action categories described by Kerr and Soltis (1974)
.
For example, he may develop a lesson in math in which he attempts to
have the pupils apply the concept of discovery learning (Suchman,
1961)
,
in devising techniques for estimating the number of particles
contained within a large quantity of some specified substance.
Upon completing the lesson, the prospective teacher feels that
the lesson was less than successful both with respect to accomplishing
his goal and in the general lack of enthusiasm and participation of
his pupils. His perception, as yet unanalyzed, corresponds to the
first stage of inquiry.
In carrying forward the inquiry process under the guidance of the
educational philosopher, the prospective teacher undertakes a series
of systematic procedures that enables him to develop a clearer state-
ment of the problem. First, the lesson is videotaped, providing him
with an opportunity to review the videotape as an accurate source of
information. After previewing the videotape, he feels there is evi-
dence to support his initial perceptions, and he further indicates
that he was quite directive and dominated the interaction between
pupils and teacher. He recognizes that his problem is to plan for and
become comfortable in carrying out a less directive style of teaching
(Inquiry, Stage II). Moreover, the prospective teacher indicates that
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he does not know how to go about acquiring such a teaching style,
although he is able to identify teaching behaviors not appropriate to
encouraging discovery learning.
Having generated the nucleus of a problem statement, he meets
with the educational philosopher. Both the educational philosopher
and prospective teacher examine the lesson plan and view the videotape
of the implemented lesson. Cognizant of the principles established by
Evans (1976) for conducting a critical discussion, the educational
philosopher models behaviors that demonstrate objectivity and impar-
tiality by giving consideration to all suggestions, viewpoints and
objections emerging during the discussion. The prospective teacher
is encouraged to do likewise. Furthermore, the educational philoso-
pher employs a variety of questioning patterns to elicit ideas from
the prospective teacher that could serve as resolutions to the problem
under discussion (Inquiry, Stage III). On this particular occasion,
the educational philosopher determines that although the prospective
teacher has numerous suggestions of what not to do, he has a dearth
of ideas that could be utilized as possible problem solutions. He,
therefore, chooses to implement procedures for brainstorming (Timmerman
and Ballard, 1975) until a number of ideas have been generated. In
the conversation, such notions are discussed as asking convergent and
divergent questions, forming small groups of pupils to accomplish
given tasks collectively and placing interesting materials in the
classroom to stimulate pupil interest.
As the critical discussion continues, the educational philosopher
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perceives the prospective teacher’s difficulty in suggesting possible
resolutions to the present problem primarily because of his lack of
clarity regarding the concept of discovery learning. Consequently,
the educational philosopher suggests that the prospective teacher:
(a) write what he believes discovery learning to mean; (b) read
articles by Ausubel (1969) and Suchman (1961) ; ( c ) summarize what each
of these philosophers means by discovery learning; and (d) compare and
contrast his conceptualization of discovery learning, in writing, with
Suchman and Ausubel. In short, the educational philosopher suggests
a tactic to both facilitate the prospective teacher's acquisition of
the critical thinking skill of concept analysis and provides him with
additional data sources that could suggest additional ideas for possi-
ble resolutions to the problem.
Upon completion of this initial discussion, the prospective
teacher employs the tactic designed by the philosopher to refine and
clarify his concept of discovery learning. Having clarified in his
own mind the concept of discovery learning, the prospective teacher
is able to suggest various ideas for resolving the problem during a
second critical discussion with the educational philosopher. The
educational philosopher moves the inquiry toward the reasoning level
by encouraging the prospective teacher to examine the concept of
discovery learning within an abstract framework; the discovery learn-
ing model is compared and contrasted with a subject matter discipline
model (Katz, 1976) with respect to the stated and unstated assumptions
underlying each model. By continuing to model the critical attitude,
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the educational philosopher encourages the prospective teacher to
search for defensible justifications upon which to base a decision
about the mode of the next math lesson he will teach. Moving back to
practice and the immediate situation, the implications each of these
distinct models has for the practices of the prospective teacher are
examined
.
Resulting from the reasoning level of inquiry, the prospective
teacher formulates the hypothesis that in an inquiry lesson the pupils
and the materials have to predominate, and that by both arranging
interesting materials and stating clear expectations for the pupils,
a discovery lesson will succeed (Inquiry, Stage IV).
Finally, the prospective teacher's plan of action is carried out
through his preparation of a second lesson to test the hypothesis
(Inquiry, Stage V).
The preceding illustration is limited, for only one problematic
situation emerging from a prospective teacher's field experience was
transformed into an hypothesis to be tested. Similarly, the situation
lent itself to the prospective teacher's acquiring only certain criti-
cal thinking skills to facilitate his control of further inquiry.
The challenge in developing more explicitly a field-based
Educational Foundations Component is to provide the means through
which multiple inquiries, focused on a variety of teaching actions and
competencies, could be engaged in by numerous prospective teachers.
Such a program needs to be organized so that each prospective teacher
has the opportunity systematically to develop the several critical
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thinking skills under the guidance of an educational philosopher. The
demand for efficient use of the instructor's time, however, calls for
some group instruction as well as individual Conference time, without
sacrificing the ultimate objective of having each prospective teacher
refine his own teaching practices and link them with theory.
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CHAPTER III
THE DEFINITION OF THE EDUCATIONAL FOUNDATIONS COMPONENT
Background
The primary purpose of the present study was to develop and field
test an approach for accomplishing the overarching goal of a profes-
sionally oriented Educational Foundations Component of a teacher prepa-
ration program: to engage the prospective teacher in thinking criti-
cally about the philosophic principles underlying his teaching prac-
tice. The present chapter provides a detailed description of the pro-
gram.
The current definition evolved from earlier, more vague defini-
tions, that when put to the test indicated that a more comprehensive
and explicit description of the Educational Foundations Component was
needed. The initial design of the present Educational Foundations
Component to be tested was developed by Professor Robert Wellman and
consisted of an integrative series of university-based and field-tested
experiences that attempted to lead to the development of congruence
between a prospective teacher's beliefs and actions. Two major ele-
ments constituted the approach that was utilized at that time: (a) a
university-based Educational Foundations Seminar for Pre-2 student
interns in conjunction with their Pre-2 Internship; and (b) field-based
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Conferences between educational philosophers and Pre-2 student
interns.
The Educational Philosophy Seminar consisted of weekly lecture/
discussions conducted to help Pre-2 student interns acquire certain
techniques and principles of applied philosophy. Theoretical issues
contained in selected readings were examined for their implications
for the Pre-2 student interns’ teaching practice. In short, the pro-
cedures utilized in the Seminar attempted to assist the Pre-2 student
interns to acquire systematically meaningful philosophical principles
with which to justify their teaching practices.
Individual Conferences were conducted between Pre-2 student
interns and educational philosophers concurrently with the Educational
Philosophy Seminar. During the course of the semester, each prospec-
tive teacher videotaped six to eight selected lessons he had taught;
the videotapes provided the basis for the Conferences. Through the
Conferences, educational philosophers attempted to engage the Pre-2
student interns in relating the issues discussed in earlier seminars
to their videotaped performances.
Upon completion of each Conference, various readings were assigned
each Pre-2 student intern to further clarify and refine philosophical
issues raised during the analysis of his performances on the video-
tape. A written paper was assigned by the educational philosopher in
which the Pre-2 student intern was to relate the readings to his les-
son.
During the initial tryout periods, the approach utilized by the
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Educational Foundations Component was perceived to be worthwhile by
the majority of Pre-2 student interns. An analysis, however, of
information gathered from audiotaped Conferences indicated that dis-
crepancies existed between what was happening and what was intended to
happen. For example, while educational philosophers had anticipated
focusing mainly on philosophical issues inherent in the practices of
Pre-2 student interns, a substantial portion of the Conferences cen-
tered upon pedagogical techniques. As inquiry was not the most suit-
able method of dealing with such Pre-2 student concerns, a discrepancy
existed also between the intended and actual Conference procedures.
Another discrepancy was observed between the intended and actual roles
of the educational philosophers. Whereas they had intended to stimu-
late and guide Pre-2 student interns in thinking critically, the
educational philosophers often dominated the discussions that occurred
during the Conferences, both identifying and connecting principles
with practice for the Pre-2 student interns.
Although the majority of the discrepancy information gathered
centered upon the Conference, upon reflection, it appeared that this
specific information was symptomatic of a more general deficiency—the
lack of a comprehensive and explicit description of the Educational
Foundations Component. Consequently, the Component staff, in associa-
tion with the present investigator, decided that additional, intensive
development of the Component should be undertaken in conjunction with
a careful evaluation.
The remainder of the chapter is organized into five major sections
58
that comprise a detailed description of the present Educational
Foundations Component. Each section defines a major aspect of the
Component that is utilized as a standard against which to evaluate the
program. The definitional Standards of the Educational Foundations
Component include a description of (a) the objectives, (b) the func-
tions of the major elements, (c) the temporal organization, and
(d) the staff and the criteria employed in their selection.
The description of the Educational Foundations Component as
defined in the present chapter was the result of the initial evalua-
tion Stage of the Discrepancy Evaluation Model (DEM) (Provus, 1973)
utilized in the present study.
Standard I:
A Description of the Objectives of the Component
The three terminal objectives stated for the approach utilized by
the Educational Foundations Component, together with their enabling
objectives, operationalize the concepts discussed in Chapter II. Ter-
minal objective one (T.O.^) embraces the notions suggested by Kerr and
Soltis (1974) regarding teaching behavior as a series of intentional
decisions to connect various action categories. The second terminal
objective (T.O^) encompasses behaviors corresponding to Stages I and
II of Dewey’s (1938) inquiry process, the critical attitude (Evans,
1976; Passmore, 1972) and both the critical techniques of problem
identification and problem definition. Terminal objective three
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(T.0.
3
) includes activities corresponding to Stages III and IV of
Dewey's inquiry process, the critical attitude and the remaining criti
cal thinking techniques identified in Chapter II.
The three terminal objectives (T.O^ - T.O. ) subsume eighteen
enabling objectives (E.O^ - E.O.^). The relationship of enabling
objectives to terminal objectives are as follows:
T
*°*l
: The Pre-2 student intern will plan a series of
single and multiple, sequenced lessons to be
implemented in the classroom with a group of
pupils. Implementation will be videotaped for
future analysis with an educational philosopher.
E.O.^: The Pre-2 student intern will plan
in detail and implement a lesson
that contains performance objec-
tives, tactics and rationale.
E.O.^: The Pre-2 student intern will
plan and implement a minimum of
two, sequenced lessons that contain
performance objectives, tactics,
entry behavior of pupils and
rationale.
E.O.^: The Pre-2 student intern will plan
and implement a minimum of four,
sequenced lessons that contain per-
formance objectives, tactics, entry
behavior of pupils, key questions
to be asked and rationale. Diagno-
sis of pupils will be utilized
between each implemented lesson, and
evaluation of the instruction will
follow each lesson.
E.O. : The Pre-2 student intern will plan
and implement a minimum of three,
sequenced lessons with a moral
education context that contain
explicit objectives, tactics, key
questions to be asked and rationale.
Diagnosis of pupils will be utilized
between each implemented lesson
and evaluation of the instruc-
tion will follow each lesson.
The Pre 2 student intern will demonstrate his
ability to perceive relationships between
specific problems identified in implemented,
videotaped lessons and broader philosophical
issues inherent in the identified problems.
E.O. : The Pre-2 student intern will
perceive significant educational
problems in his review of the
videotape of the implemented
lesson.
E.O. :
6
The Pre-2 student intern will
compare the particular problems
identified with other problems
experienced in classroom set-
tings.
E.O. : The Pre-2 student intern will
deduce the common characteris-
tics of both the specific
problems identified and other
problems experienced in class-
room settings.
E-°-8 : The Pre-2 student intern will
prepare a problem statement
that identifies (a) behavioral
manifestations characteristic
to the problems; (b) the con-
text of the problems; and
(c) the concept (s) inherent in
the problems.
The Pre-2 student intern will demonstrate his
ability to utilize techniques and procedures
of critical inquiry with increasingly less
reliance on the educational philosopher across
Conferences.
E.0.
9
: The Pre-2 student intern will
derive from the professional
literature and research activi-
ties information relevant to
the problem.
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E
‘°’lO
: The Pre “2 student Intern will
appraise information obtained.
E
’°‘li
: The Pre “ 2 student intern will
analyze key concepts inherent
in the problem.
E
’°'l2
: The Pre“2 student intern will
determine stated and unstated
assumptions.
E,0
*13 : The Pre"2 student intern will
formulate and select relevant
hypotheses.
E
*°*14 : The Pre~2 student intern will
devise procedures for apprais-
ing selected hypothesis.
The Pre-2 student intern will
draw valid conclusions.
E *°* : The Pre-2 student intern will
prepare plans to act with
respect to the hypothesis
selected
.
e » 0»17 : The Pre-2 student intern will
analyze the relationship
between the implemented lessons
and his statement of educa-
tional purpose.
E
.0.i8
: The Pre-2 student intern will
clarify his statement of educa-
tional purpose based on the
analysis of his lessons.
Standard II:
A Description of the Functions of the Major Elements
Comprising the Component
The Educational Foundations Component is a required part of the
second semester of a three quarter teacher education program (APEP)
.
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The approach1 utilized is comprised of three nrnjor elements: (a) an
Educational Philosophy Seminar for Pre-2 student interns in conjunc-
tion with the Pre-2 Internship; (b) a Curriculum Development Seminar
for Pre-2 student interns in conjunction with the Pre-2 Internship;
and (c) individual Conferences between each Pre-2 student intern and
educational philosopher about a lesson implemented by each Pre-2
student intern. The addition of the Curriculum Development Seminar
to the described approach at the beginning of the present chapter
stems from the assumption that teaching is an intentional act that
should be planned and focused on intended outcomes. As such, a
teacher must make curricular decisions regarding what objectives will
be attained, what instructional tactics will be most effective, and
what situational factors must be taken into account to ensure both
the objectives and tactics are feasible. Although a functional
philosophy of education is a necessary condition for logically making
such decisions, it is not sufficient to ensure technical competence
in carrying through on his decisions. In order to assure congruence
between a teacher's actions in the classroom and his stated beliefs
concerning the purposes of education and competence with respect to
those actions, philosophy should develop in conjunction with methodo-
logical techniques. A summary description of the three elements
together with additional Component information distributed to entering
The development of the present approach to be tested was under-
taken during the Fall Semester in 1976. Major contributions were
made by Dr. Robert Wellman, Dr. Richard Frank, Ms. Carol Pope and the
investigator.
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Pre-2 student interns may be found in Appendix A.
The Educational Philosophy Seminar
To prepare Pre-2 student interns to participate in the Con-
ferences, weekly lecture/discussions are provided that equip Pre-2
student interns with certain background: (a) disciplines of knowl-
edge; (b) discovery learning; (c) critical thinking; (d) social and
moral purposes of education, including moral education curriculum,
and (e) methodological aspects of teaching. Educational philosophers
discuss the relatedness of the action categories (Kerr and Soltis,
1974) that Pre-2 student interns have studied individually through
the Curriculum Development Seminar. Educational philosophers require
each Pre-2 student intern to write a statement in which his beliefs
(B) concerning the purposes of education are delineated. The state-
ment of beliefs is periodically refined and clarified throughout the
semester as the Pre-2 student intern expands his knowledge base (K)
and broadens his experience. The statement serves as a referent for
both the Pre-2 student intern and the educational philosopher to
gauge the congruence between the Pre-2 student intern’s beliefs and
actions.
The Curriculum Development Seminar
Closely coordinated with the Educational Philosophy Seminar,
this second Seminar involves weekly sessions designed to equip Pre-2
student interns with various skills pertaining to the action cate-
gories suggested by the Kerr-Soltis Action Model. Particular emphasis
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is placed on such skills as (a) writing and sequencing objectives,
(b) designing and implementing questioning tactics, ( c ) designing
learning experiences, (d) selecting and organizing materials for
instruction, (e) developing tactics for interpersonal transactions,
and (f) designing and implementing tactics for evaluating ongoing
pupil performance in the classroom. Provision is made for each Pre-2
student intern to utilize his developing skills in the classroom by
planning and implementing lessons. The lesson planning formats used
by the Pre-2 student interns in accomplishing enabling objectives one
through four (E.O.^ - E.O.^) may be found in Appendix B. The content
and skills acquired by each Pre-2 student intern through the Curriculum
Development Seminar are assumed by the instructors of the Educational
Philosophy Seminar to be part of his knowledge base, and are further
extended or examined in the latter seminar.
An example will make clearer the relationship between the two
Seminars. In preparation for a Curriculum Development Seminar session,
a Pre-2 student intern is asked to record on audiotape the verbal
interaction between pupils and himself during instruction, read an
article in which the types of questions used in instruction are identi-
fied (Cunningham, 1971)
,
and attempt to graphically represent each of
the questions he asked during instruction within the categories identi-
fied in the article. Realizing that the majority of questions he
asked in his lesson solicited low levels of thinking from his pupils,
the Pre-2 student intern is provided with information and practice
during the Seminar session designed to improve his ability to utilize
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a greater variety of questioning patterns. Ample opportunities avail
themselves for him to develop further end refine this skill during
the field experience.
The Pre-2 student intern's developing proficiency in question-
asking is assumed as the concept of moral reasoning and is examined
during the next Educational Philosophy Seminar session. A portion of
the session addresses such notions as the relationship of question-
asking pattern to the development of moral reasoning in pupils and the
congruence between the level of thinking called for in one's stated
objectives with the level of thinking required by various types of
questions. Additional Educational Philosophy and Curriculum Develop-
ment Seminars continue to function in such an integrative manner, cul-
minating in the Pre-2 student intern planning and implementing a les-
son that has the general goal (G) of engaging pupils in moral reason-
ing, more specific goals (g's), and the utilization of appropriate
question-asking tactics (t's). Such a lesson would serve as the basis
for analysis in an individual conference.
Individual Conferences
The procedures used in the Conferences following lesson imple-
mentation are pivotal in linking philosophic principles with an indi-
vidual Pre-2 student intern's teaching practice. The pre-Conference
and Conference procedures were designed to enable the Pre-2 student
intern to acquire the skills and attitudes of critical thinking and
to take an increasing degree of self-initiative in the inquiry process
as the semester progresses. The protocol utilized in the Conferences
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consists of four sequential parts: (a) Preparatory Segment; (b) Prob-
lem Delineation Segment; (c) Problem Review Segment; and (d) Problem
Analysis Segment. An outline of the Conference process as It Is
presented to the student interns appears In Appendix C together with
other Conference materials.
Preparatory Segment
. Corresponding to Dewey's first stage of
inquiry (Perception of a Problem)
,
the Preparatory Segment is com-
pleted by the Pre-2 student intern. Having prepared and implemented
a lesson through a coordinated series of Educational Philosophy and
Curriculum Development Seminars, the Pre-2 student intern reviews his
lesson plan and proceeds to preview the videotape in an attempt to
perceive as yet unidentified problems or to gather additional infor-
mation to verify that an already perceived problematic situation does
exist. The Pre-2 student intern responds in writing to a series of
guidelines designed to systematically enable him, at the very least,
to clarify the problem, or at the best, to conceptualize the problem.
The Preview Guide is included in Appendix C.
The Problem Delineation Segment . This portion of the inquiry
process is carried out jointly between the Pre-2 student intern and
the educational philosopher. The primary task for the Pre-2 student
intern is to develop and delineate a problem statement (Stage II,
Inquiry) through critical discussion with the educational philosopher.
The problem statement must address (a) the behavioral manifestations
characteristic to the problem, (b) the context of the problem, and
(c) the concept (s) inherent in the problem.
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The task of the educational philosopher is to establish condi-
tions conducive to the Pre-2 student intern’s arriving at the most
comprehensive conceptualization of the problem he can. The educa-
tional philosopher strives both to model the characteristics of a
critical thinker and to encourage the Pre-2 student intern to do like-
wise. Adapting Evans' (1976) guidelines for conducting a critical
discussion to the Conference situation, the educational philosopher
(a) gives consideration to the Pre-2 student intern's statements,
proposals and objectives, while guarding against giving undue weight
to his own position; (b) examines the issues and concepts in all the
identified problems prior to considering a relevant criterion for the
selection of the one problem having the most significant philosophic
implications; (c) maintains consistency in both his thoughts and state-
ments; (d) recognizes the Pre-2 student intern as a member of the dyad
capable of making contributions equal to his own; and (e) defends and
justifies the basis for the decisions he makes and guards against the
acceptance of unwarranted assumptions.
Once the problem is conceptualized with the Pre-2 student intern,
the educational philosopher engages him in suggesting possible solu-
tions (Inquiry, Stage III) . As the discussion nears completion, the
Pre-2 student intern is assigned pertinent readings and research
activities related to the problem or to suggested resolutions. In
short, the educational philosopher facilitates the movement of the
Pre-2 student intern through procedures corresponding to Stages II and
III of Dewey's inquiry process by engaging in critical discussion to
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encourage both his acquisition of the critical attitude and the critl-
ca ^- techniques of defining a problem.
Problem Review Segment. The Pre-2 student intern and educational
philosopher work separately during the third segment of the Conference,
one that further corresponds to Dewey's third stage of inquiry. The
purpose underlying the activities earlier assigned each Pre-2 student
intern was to provide additional information from which solutions to
the problem could be generated or existing resolutions supported.
There is wide variation in the specific assignments since they are
based both on the nature of the problem selected and on the per-
formance of the Pre-2 student intern during the preceding critical
discussion. Prior to the next meeting, the educational philosopher
reviews the proceedings of the previous discussion and plans a strat-
egy to further the inquiry process. In addition, he anticipates
critical thinking skills that could facilitate the strategy he plans
to initiate during the upcoming Problem Analysis Segment.
Problem Analysis Segment
. Corresponding to Dewey's fourth stage
of inquiry, the Problem Review Segment requires that both Pre-2 stu-
dent intern and educational philosopher be present. In the critical
discussion, the educational philosopher initially focuses attention
upon the assignment completed by the Pre-2 student intern before he
moves the discussion to an abstract framework. Having previously
planned a strategy that included the utilization of selected critical
thinking skills, the educational philosopher urges the Pre-2 student
intern to engage in such activities as analysis of the various
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constituents of the problem as they relate to other theoretical con-
cepts, or examination of the stated and unstated assumptions inherent
in proposed resolutions. Upon completion of the reasoning process,
the educational philosopher moves the discussion back toward the par-
ticular by encouraging the Pre-2 student intern to develop an
hypothesis in conjunction with the identification of the precise con-
ditions necessary to conduct experimentation. Plans are made ready
test the hypothesis in the field. The subsequent testing of the
hypothesis (Inquiry, Stage V) is arranged by the Pre-2 student intern,
his cooperating teacher and the educational philosopher, if needed.
The testing may become the next lesson to be videotaped to initiate
a following Conference. In short, in this last segment in which the
critical discussion begun earlier is continued, the Pre-2 student
intern is provided with systematic opportunities to continue develop-
ing his critical attitude, while acquiring a variety of critical
thinking skills to provide him with increasing control of further
inquiries.
Standard III:
A Description of the Temporal Organization of the
Elements of the Component
The three major elements of the Educational Foundations Component
(Educational Philosophy Seminar, Curriculum Development Seminar, and
Conferences) are organized by placing them into four sequential cycles
(Cycle One through Cycle Four)
. Comprising each Cycle are a series of
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interrelated Educational Philosophy and Curriculum Development Seminar
sessions (Seminars Series One through Four) preparatory to Conferences
One through Four respectively. The content of each Seminar Series
and the time schedules are provided in Appendix D.
The relationship of the objectives (terminal and enabling) to the
Cycles (Seminar Series and Conferences) is illustrated in Figure 3.1.
As indicated by the solid line, Cycle One commences with a series of
integrative Educational Philosophy and Curriculum Development Seminar
sessions (Seminar Series One). Seminar Series One prepares each
Pre-2 student intern to plan and implement a lesson that accomplishes
enabling objective one (E.O.^); upon completion of the lesson, the
Pre-2 student intern proceeds to the Preparatory Segment of Conference
One (E.O.^). The Pre-2 student intern is expected to attain enabling
objective six through eight (E.O.g - E.0.
g )
by means of a critical
discussion with an educational philosopher during the Problem Delinea-
tion Segment of Conference One. Enabling objective nine (E.O. ) is
9
expected to be achieved by each Pre-2 student intern through the Problem
Review Segment of Conference One. The educational philosopher may
select to address any one or more of enabling objectives, ten through
eighteen (E.O.^q
-
E.O.^), through the Problem Analysis Segment of
Conference One, depending upon the readiness of the Pre-2 student
intern, the nature of the problem and the availability of sufficient
time. Furthermore, Pre-2 student interns demonstrate a baseline level
of autonomous behavior with respect to these enabling objectives.
The remaining Cycles Two through Four (dotted lines) address
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enabling objectives two through four (E.O.., - E.O.^), respectively.
Enabling objectives five through nine (E.O. - E.O. ) are repeatedly
attained by each Pre-2 student intern in each of Cycles Two through
Four. The accomplishing of enabling objectives ten through eighteen
(E . 0
. IQ
- e *°*
18
) remains dependent upon the readiness of the Pre-2
student intern, the nature of the problem and the availability of
sufficient time in each Conference; however, each Pre-2 student intern
is expected to accomplish these enabling objectives across the four
Conferences.
Standard IV:
A Description of the Educational Foundations Staff and the
Criteria Employed for Their Selection
The staff comprising the Educational Foundations Component con-
sists of six members: five educational philosophers (two faculty and
three graduate students) and one curriculum developer (the present
investigator)
. As the staff has multiple functions that are carried
out both on a collaborative and individual basis, a description of the
Educational Foundations Component staff is arrived at through an
examination of work functions: (a) management; (b) planning;
(c) instruction; (d) evaluation; and (e) support.
Functions of the Component Staff
Management . The management of the Educational Foundations Compo-
nent (administrative, organization, logistical, supervisory and
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financial considerations) is a cooperative staff function. Weekly
meetings are scheduled for all staff during the semester to make the
necessary decisions that insure the smooth ongoing operation of
the Component.
Preparation
. The staff further collaborates in the planning
and sequencing of the numerous interlocking series of both Pre-2
student intern and instructor activities to be carried out in each
of the Educational Philosophy and Curriculum Development Seminars.
Evaluative information gathered informally at Seminars and Conferences
is shared and utilized in the planning of future activities. The
educational philosophers assume total responsibility for the planning
of the individual Conferences with Pre-2 student interns in the field.
Planning responsibilities for the Conferences include scheduling times
to meet with their Pre-2 student interns throughout the semester,
selecting pertinent readings related to the problems identified on the
Pre-2 student interns' videotaped lessons, securing the use of appro-
priate videotape equipment, developing tactics to engage the Pre-2
student intern in the inquiry process and facilitating the Pre-2 stu-
dent interns' acquisition of critical thinking techniques.
Instruction . A third function of the staff entails Seminar
instruction. Primary responsibility for the instruction of the
Educational Philosophy Seminar is assumed by the educational philoso-
phers, with the Curriculum Development Seminar conducted by the pres-
ent investigator. On several occasions, the entire staff is present
at both Educational Philosophy and Curriculum Development Seminars to
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assist in instruction.
Educational philosophers assume full responsibility for the
instruction that takes place in the Conferences, a major aspect of
which is the establishment of an environment conducive to engaging
Pre-2 student interns in critical discussions. Moreover, educational
philosophers guide Pre-2 student interns through the procedures in
the process of inquiry. To facilitate and assist Pre-2 student
interns in acquiring increasing control of the inquiry process, educa-
tional philosophers further model both the skills and attitude of a
critical thinker.
Student Evaluation
. A mid-term and final assessment of each
Pre-2 student intern’s performance in both Seminars and Conferences is
written by educational philosophers in the form of descriptive narra-
tive. Similar assessments are made by both Reading and Math methods
instructors, in addition to a joint statement by each Pre-2 student
intern and his cooperating teacher. All assessments are submitted to
the APEP Council as part of APEP’s mid-term and final evaluation of
its members.
Support . Educational Foundations Component staff function as sup-
port personnel to all Pre-2 student interns by establishing an atmos-
phere of warmth, friendliness and trust in the staff’s numerous
interactions with them.
Criteria Employed in the Selection of Component Staff
The criteria employed in staff selection derives, in part, from
the functions of the staff and includes the following:
Comprehensive knowledge of educational
issues (educational philosophers).
philosophy
Comprehensive knowledge of curriculum developmentissues (curriculum development staff).
Knowledge of Dewey’s theory of inquiry and pro-ficiency in engaging others in the process.
Knowledge of the skills and attitudes of critical
thinking and proficiency in modeling each.
Skillful in acts of teaching representing the
Kerr-Soltis Action Model.
FIELD TEST PLAN AND METHODOLOGY
The primary purpose of the present study was to develop and field
test an approach for engaging the prospective teacher in thinking
critically about the philosophic principles underlying his teaching
practice. The present chapter describes the evaluation plan for the
field test of the Educational Foundations Component. Although the
three elements of the Component are both coordinated and interdependent,
the primary emphasis of the evaluation centered upon the interaction at
the Conference between Pre-2 student intern and educational philosopher.
It is through the Conference procedure that Pre-2 student interns are
viewed as being able to demonstrate the ability to develop techniques
and principles of critical inquiry with increasingly less reliance on
the educational philosophers.
The Seminar Series were of interest in the present study mainly as
preparatory sessions to the Conferences. The Seminar Series were moni-
tored to ascertain the accomplishment of enabling objectives one through
four (E.O.^ - E.O.^) by the Pre-2 student interns; however, a comprehen-
sive evaluation of these Seminar Series was beyond the scope of the
present study. The evaluation of the Seminar Series focused on a
limited subset of questions dealing with the extent to which the Semi-
nar Series prepared Pre-2 student interns to undertake the Conference
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portion of the present Educational Foundations Component.
The sections that follow describe the field test plan in detail.
First, an explanation of the field test situation is given, including
information with regard to setting participants and the investigator’s
role in the process. The Discrepancy Evaluation Model (DEM), upon
which the evaluation plan is based, is discussed next. Field test
questions are stated to guide inquiries concerning installation,
attainment of objectives, feasibility and modifications needed in the
approach. The methodology of the field test is described, including
data gathering instruments utilized in the present study, the data
collection plan and a description of the evidence used to answer each
of the field test questions.
Field Test Situation
Setting
The Amherst /Pelham Education Program (APEP) is designed to pro-
vide for both preservice preparation of elementary teachers and the
continuing education of inservice teachers. Since the program's
inception, a major purpose of APEP has been the joint development and
operation of a teacher education program between co-equal partners:
the School of Education at the University of Massachusetts and the
local school community of Amherst and Pelham, Massachusetts.
Incorporated within the design of APEP are three sequential stu-
dent intern practicums called the Pre-1 Internship, the Pre-2 Intern-
ship and Student Internship. Each Internship provides the prospective
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teacher with classroom experiences to which the academic portion of
his training can be related.
The cooperating schools have a variety both of organizational
patterns and of teaching styles. Participating cooperating teachers
work with students in all three Internships. Although a prospective
teacher in APEP works under the auspicious of one cooperating teacher,
most internship settings have differentiated staffing patterns; thus,
he most likely will find himself working with more than one profes-
sional and with several aides in each of the three practicums.
The building administrators are a major resource to APEP, and
they assume an active role in the selection, placement, monitoring and
assessment of the students at the various levels. APEP has strong
support from the school district, as it provides resources through the
Participation of numerous interns and various university personnel.
With respect to the Educational Foundations Component, the cooperating
schools provided facilities for both conducting Seminar sessions and
videotaping lessons.
Participants
The participants in the study included seventeen students:
fifteen undergraduate education majors, who were either second-quarter
juniors or first semester seniors, and two graduated students seeking
elementary certification. This group of seventeen was comprised of
fourteen women and three men. The grade point average of this group
ranged from 2.75 to 3.85 on a four-point scale. All the participants
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were members of the Amherst/Pelham Education Program (APEP) and were
classified as Pre-2 student interns at the time of the present
study.
The following list summarizes the common experiences of the intern
participants upon entry to the Pre-2 semester when they enrolled in
the Educational Foundations Component:
Participation in the Pre—1 student intern seminar
activities and achievement of a satisfactory per-
formance level in the Pre-1 Internship.
2. Completion of the requirements of a course in
Educational Psychology or Human Development.
3. Satisfactory placement for the Pre-2 Internship
with a cooperating teacher in an age/grade level
setting different from the Pre-1 Internship.
Concurrent with their participating in the Educational Foundations
Component
,
the Pre-2 student interns not only spend at least twelve
hours per week in his field practicum, but also enroll in two three-
credit courses in ’’Principles and Methods of Teaching Reading in the
Elementary School” and "Principles and Methods of Mathematics for the
Elementary Teacher.”
Investigator's Role in the Program
The investigator assumed the role of developer of the approach
and evaluator, and was instructor of the Curriculum Development Semi-
nar.
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The Evaluation Model Upon Which The Field Test Is Based
The evaluation model adapted for the present study is the Discre-
pancy Evaluation Model (DEM), developed by Malcolm Provus (1973) to
apply evaluation and management theory to the evaluation of programs
in a large city school. The DEM is particularly appropriate for use
with new and innovative programs, as it "is sensitive to the natural
developmental stages (planning, installation, early operation,
stabilization) experienced by such programs and provides evaluation
activity appropriate to each stage" (Provus, 1973, p. 171). The
model calls for the comparison of performance against a standard and
the reporting of any discrepancy between the two. It is assumed that
such information about discrepancies will be useful to decision
makers
.
Content standards derive from the generalizable contents of an
educational program. The content of a program is organized by employ-
ing the system analysis notion that inputs are processed by human
activity to produce outputs. An organization of the generalizable
contents of an educational program is provided in Figure 4.1. The
elements included in the definition of the Educational Foundations
Component are indicated by asterisks.
Provus stressed that the generation of program standards for
evaluative purposes should be directly related to the stage of program
development: "Every educational program undergoes a sequence of
development. . . . Evaluation must take these stages into account by
CHARACTERISTICS
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applying standards governing the sequence and rate of program develop-
ment" (Provus, 1973, pp. 172-173). In other words, as an educational
program moves through various levels of development, evaluation is
governed by standards appropriate for that stage. Provus suggested
that the four major stages an educational program moves through are
(a) definition, (b) installation, (c) process, and (d) product.
Provus (1973) described evaluation as consisting "of moving
through stages and content categories in such a way as to facilitate
a comparison of program performance with standards to be used for
future comparisons" (p. 174). The four-stage process is illustrated
in the flowchart in Figure 4.2. As indicated in the figure, "S"
represents standard, "P" represents program performance, "C" represents
comparison, "D" represents discrepancy information, and "A" represents
an alteration in the program. For example, at Stage II, the program
performance (P) and standard (S) are compared (C)
;
resulting discre-
pancy information (D) leads to one of four decisions: (a) go on to
Stage III, (b) recycle the stage after changing the program operation
or standard, (c) recycle to Stage I, or (d) terminate.
The Discrepancy Evaluation Model (DEM) served the dual purposes
of providing information for program improvement (formative evalua-
tion) and for program assessment (summative evaluation). Of par-
ticular importance in the present study was the first function; the
DEM provided information to developers that could be used to make
decisions about the program while it was in its dynamic stages of
growth.
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Field Test Questions
Prior to the present study, the Educational Foundations Component
staff had reached consensus on an acceptable definition of the
approach; this detailed description was presented in the preceding
chapter. The evaluation, therefore, emphasized the remaining three
stages of the model.
Five major questions were formulated to guide the evalua-
tion:
Question A: Was the Approach Installed as Defined
(DEM Stage II)?
Question B: How Well Were the Enabling Objectives
of the Approach Accomplished by the
Pre-2 Student Interns (DEM Stage III)?
Question C: To What Degree Were the Terminal Objec-
tives of the Approach Accomplished by the
Pre-2 Student Interns (DEM Stage IV)?
Question D: Were the Conferences Practical and
Effective in the Judgement of the
Participants—Pre-2 Student Interns
and Educational Philosophers?
Question E: What Changes Are Needed to Improve the
Approach?
The specific subquestions related to each major question are listed
below.
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Question A: Was the Approach Installed as Defined
(DEM Stage II)?
: Were Seminar Series One through Four installed
as defined?
A
2
: Were Conferences One through Four installed
as defined?
i. Were the defined processes carried
out in the Preparatory Segments for
each of the four Conferences?
— Did the Pre-2 student intern
follow the format provided
in planning a lesson?
— Did the Pre-2 student intern
videotape the implementation
of the lesson?
— Did the Pre-2 student intern
complete the Preview Guide
upon previewing the videotape?
ii. Were the defined processes and
associated recordkeeping carried
out in the Problem Delineation Seg-
ments for each of the four Con-
ferences?
— Did the Pre-2 student intern
and educational philosopher
meet to: (a) examine the
lesson plan; (b) examine the
completed Preview Guide;
(c) discuss the videotape of
the implemented lesson; and
(d) develop and select a
problem statement for further
delineation?
— Did the educational philoso-
pher rate both the Pre-2
student intern's lesson plan
and Preview Guide responses?
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— Did the educational philosopher
complete the Conference Descriptor
indicating: (a) selected problem
statement; (b) enabling objec-
tives to be addressed during
upcoming Problem Analysis Segment;
and (c) research activities
assigned Pre-2 student intern?
iii. Were the defined processes carried out
in the Problem Review Segments for each
of the four Conferences?
Did the Pre-2 student intern com-
plete the activities assigned by
the educational philosopher?
iv. Were the defined processes and associ-
ated recordkeeping carried out in the
Problem Analysis Segments for each of
the four Conferences?
— Did the Pre-2 student intern and
educational philosopher meet to:
(a) examine the completed
research activities; (b) relate
the research to the problem;
(c) analyze the problem in terms
of previously selected enabling
objectives ten through eighteen
(E.0. 10 - E.0. lg )?
— Did the educational philosopher
rate the quality of the Pre-2
student intern’s completed
research activities?
— Did the educational philosopher
rate the degree of autonomous
behavior demonstrated by the
Pre-2 student intern in accomplish-
ing the selected enabling objec-
tives?
Question B: How Well Were the Enabling Objectives of the
Approach Accomplished by the Pre-2 Student Intern (DEM
Stage III)?
B]_ : what was the pattern of interaction
between the Pre-2 student interns and
educational philosophers during the
Problem Analysis Segments of Conferences
One through Three.
B
2 : How well were the enabling objectives of
each of the four Seminar Series accom-
plished by the Pre-2 student interns
(E.O^ - E.0.
a
)?
B
3
; How well were the enabling objectives for
each of the four Conferences accomplished
by the Pre-2 student interns?
i. How well were enabling objectives
five through eight (E.0.
5 - E.0. R )
attained by the Pre-2 student
interns through the Problem
Delineation Segments?
ii. How well was enabling objective
nine (E.0.
g )
attained by the Pre-2
student interns through the
Problem Review Segments?
iii. Which of the enabling objectives
were selected by educational
philosophers from enabling objec-
tives ten through eighteen
(E.O.^q
-
E.O.,g) to be attained
by the Pre-2 student interns
through the Problem Analysis Seg-
ments?
iv. What degree of autonomous behavior
did the Pre-2 student interns
demonstrate in accomplishing
enabling objectives ten through
eighteen (E.O.^g - E.O.-^g) during
the Problem Analysis Segments?
Question C: To What Degree Were the Terminal Objectives of
the Approach Accomplished by the Pre-2 Student Interns
(DEM Stage IV)?
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'• To what degree was terminal objective one(T.O^) accomplished by the Pre-2 student
Interns?
C
2
: To what degree was terminal objective two
(T. 0 . 2 ) accomplished by the Pre-2 student
interns?
Cg : To what degree was terminal objective
three (T.O. ) accomplished by the Pre-2
student interns?
Question D: Were the Conferences Practical and Effective
in the Judgement of the Participants—Pre-2 Student Interns
and Educational Philosophers?
D^: How practical was the Conference process?
i. How much time was required of each
participant to prepare for and meet
for the Conferences?
ii. In the opinion of the educational
philosophers, were the mechanics and
design of the Conference process
practical?
D
2
: How effective was the Conference process in
the opinion of the participants?
i. In the opinion of the participants,
how well did the Seminar Series
prepare the Pre-2 student interns
for their activities leading up to
and including the Conferences?
ii. In the opinion of the Pre-2 student
interns, what aspects of the integra-
tion of the Educational Philosophy
and Curriculum Development Seminars
did they identify as being particu-
larly effective?
iii. What aspects of the Conference process
did the participants indicate the Pre-2
student interns were inadequately pre-
pared for?
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iv. What was the appraisal of the par-
ticipants regarding the implementa-
tion of the Conference process as
a whole?
v. Is there any evidence that the par-
ticipants desire to continue the
Conference process in the semester
following the present study?
Question E: What Changes Are Needed to Improve the Approach?
: In the opinion of the Pre-2 student interns,
what changes should be considered to improve
the approach?
&
2 : Given the data corresponding to the preceding
field test questions A through D, what changes
were suggested by the educational philosophers
to improve the approach?
Methodology of the Field Test
Data Sources
Investigator's Log . The investigator documented activities at all
Educational Philosophy and Curriculum Development Seminar sessions.
Included in the log was a topical description of the content presented
at each session, the utilization of time at each Seminar and the
attendance of Pre-2 student interns. Information gathered by means of
the log was compared with the defined Seminar content and allocated
time for Seminar Series. The topical content planned for each Seminar
session and the time scheduled may be found in Appendix D.
Conference Exception Report . The instrument was developed by the
investigator to be utilized by the educational philosophers upon the
completion of each of the four Segments of Conferences One through
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Four. Educational philosophers were asked to document any of the pre-
Conference or Conference procedures that were not followed. Informa-
tion gathered by means of the Exception Report was utilized to compare
the defined Conference procedures with the installed Conference proce-
dures (DEM Stage II)
. The Conference Exception Report may be found in
Appendix E.
Lesson Plan Checklist and Rating Form
. Developed by the investi-
gator, this instrument was completed by the educational philosophers
during each of the four Problem Delineation Segments of Conferences
One through Four. Educational philosophers were asked to check-off
the elements of the four lesson plans developed by each Pre-2 student
intern to accomplish enabling objectives one through four (E.O.^ -
E.O.^). Additionally, the quality of each element was rated on a five-
point scale that had as word referents for points one, three, and five,
"not at all," "adequate," "exceptionally well," respectively.* Informa-
tion was gathered to describe the quality of the interim products of
the approach, that is, the lessons planned to accomplish enabling
objectives one through four (E.O^ - E.O.^), (DEM Stage III). More-
over, such information served to monitor the change in Pre-2 student
intern performance from one Cycle to another. The instrument may be
found in Appendix F.
Problem Delineation Rating Form . The instrument was developed
Unless otherwise noted, all rating scales referred to in the
description of the instrumentation utilized in the present study use
the same word referents.
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by the investigator to be utilized by the educational philosophers
during the Problem Delineation Segments of Conferences One through
Four. Educational philosophers were asked to rate on a five-point
scale the quality of each Pre-2 student intern's attainment of
enabling objectives five through eight (E.0. 5 - E.O.g), based upon
the Pre-2 student intern’s responses on the Preview Guide and his
performance in the critical discussion. Information was collected to
determine the quality of the processes of the approach and whether
they represented the systematic development of a conceptualized
problem (DEM Stage III)
. Such information was also utilized to moni-
tor the change in Pre-2 student intern performance across Cycles.
The instrument may be found in Appendix G.
Problem Analysis Rating Form
. Developed by the investigator,
this instrument was utilized by the educational philosophers during
each of the Problem Analysis Segments of Conferences One through
Four. Educational philosophers were asked to rate on a five-point
scale the quality of each Pre-2 student intern's completed research
and other activities related to the conceptualized problem (E.O.g).
Additionally, the educational philosophers were asked to rate the
degree of autonomous behavior demonstrated by the Pre-2 student intern
in his achievement of previously selected enabling objectives ten
through eighteen (E.0. 1Q - E.0. lg ). The rating of
autonomous behavior
was made on a five-point scale that defined five levels of autonomy:
(1) not at all; (2) receptive; (3) participative; (4) collegial; and
(5) autonomous. Information was gathered to determine the quality of
92
an additional interim product of the approach, the research activities
completed by the Pre-2 student intern to achieve enabling objective
nine (E.0.
g ). Such information was also utilized to determine addi-
tional processes of the approach, and to determine whether they repre-
sented the systematic acquisition of the skills and attitude of criti-
cal thinking. Finally, the information provided a means of further
monitoring the performance of each Pre-2 student intern's behavior
across Cycles. The instrument may be found in Appendix H, together
with explicit definition of the five levels of autonomous behavior.
Conference Descriptor
. The investigator developed this instru-
ment to be utilized by the educational philosophers during each of
the Problem Delineation Segments of Conferences One through Four.
Educational philosophers were requested to document (a) the nature of
the defined problem, (b) the enabling objectives selected to be
addressed during upcoming critical discussions (E .0
- E .0
. ), and
-LU 18
(c) the readings and research activities assigned the Pre-2 student
intern related to issues inherent in the conceptualized problem. The
information served to provide the educational philosopher with a record
of the various inquiries the Pre-2 student interns were engaged in.
The Conference Descriptor may be found in Appendix I.
The Robertson Interaction Analysis System (RIAS) . Developed by
Angelica Robertson (1976)
,
this instrument was adapted by the investi-
gator to determine the pattern of interaction between the Pre-2 student
interns and educational philosopher during the critical discussions
conducted in each of the four Problem Analysis Segments. Pre-2 student
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interns were requested to record the critical discussions on audio-
tape to determine whether the pattern of interaction between the Pre-2
student interns and educational philosophers facilitated the demonstra-
tion of autonomous behavior on the part of the Pre-2 student interns in
their accomplishment of selected enabling objectives. Each of the
Pre-2 student interns were instructed to begin recording when the
actual critical discussion commenced; thus, opening conversation not
related to the substance of the analysis was omitted from each of the
recordings. The first thirty minutes of each of the audiotapes was
analyzed for all seventeen Pre-2 student interns assigned to the five
educational philosophers. Information was then collected from the
audiotapes by the investigator utilizing the modified RIAS
. The proce-
dure employed by the investigator consisted of classifying and record-
ing all speaker turns with regard to (a) identity of speaker,
(b) length of turn, and (c) number of speaker turns. A reliability
study by Robertson (1977) documents the high reliability of the method.
The instrument may be found in Appendix J.
Questionnaires
.
Two questionnaires were developed by the investi-
gator and were administered at the end of the present study. The Pre-2
Student Intern Questionnaire was completed by the Pre-2 student intern
during the final Seminar Session of the semester. A second, similar
questionnaire, the Educational Philosopher Questionnaire, was adminis-
tered to the educational philosophers at a final staff meeting. The
intent of both questionnaires was to determine participants' percep-
tions of the feasibility of the Conference procedures, although ratings
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and questions pertaining to the Seminar Series were also included.
The questionnaires utilized (a) five-point rating scales, (b) semantic
differential rating scales, and (c) open-ended questions. The ques-
tionnaires further enabled the investigator to compare the appraisal
of the two participant groups regarding particular aspects of the
approach. Additionally, participants were asked to suggest any
changes they felt would be beneficial in the approach. Both the Pre-2
Student Intern and Educational Philosopher Questionnaires may be found
in Appendix K.
Taped Discussion
. At a final review of performance with the
educational philosophers, the investigator moderated an overall evalua-
tion of the approach. The five educational philosophers were given
information answering evaluation questions A through D. Subsequently,
educational philosophers participated in a discussion about changes
that should be considered to improve the approach. The length of the
discussion was approximately two hours.
Data Collection and Analysis
The instruments described above, for the most part, contribute
information that answers one of the field test questions. The related-
ness of the field test questions, the source of data, conditions of
data collected, and analyses of data are clarified in Table 4.1.
SPECIFIC
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CHAPTER V
FINDINGS
The present chapter reports the findings of the study following
the sequence of analysis given at the end of Chapter IV. The chapter
is divided into five sections, each section addressing one of the
major questions guiding the evaluation of the field test of the
Educational Foundations Component.
Question A: Was the approach implemented as defined?
Question B: How well were the enabling objectives of
the approach accomplished by the Pre-2
student interns?
Question C: To what degree were the terminal objec-
tives of the approach accomplished by the
Pre-2 student interns?
Question D: Were the Conferences practical and effec-
tive in the judgement of the participants
—
Pre-2 student interns and educational
philosophers?
Question E: What changes are needed to improve the
approach?
Information gathered to answer the specific subquestions comprising
each of the major questions is reported in each section together with
105
a discussion.
1ha Installation of the Approach
Question A:
—
Was the Approach Installed As Defined (DEM Stage II)?
Two specific questions were answered from an analysis of informa-
tion pertaining to the installation of the Educational Foundations
Component: one question focused upon the installation of the Seminar
Series, while another dealt with the installation of the Conferences.
Information pertaining to the installation of the Seminar Series
was collected by the investigator through field observations noted and
recorded in the investigator’s log. Responses by the educational
philosophers on the Exception Report provided information with respect
to the installation of the Conferences.
A
^
Were Seminar Series One Through Four Installed As Defined?
The findings pertaining to each of the four Seminar Series were simi-
lar. Information resulting from the comparison of intended with
actual content of each Seminar session, together with projected and
actual time allocation for each Seminar Series indicated the Seminar
Series were well attended and implemented as defined, with one excep-
tion. Upon the completion of the second Curriculum Development Seminar
session within Seminar Series One, the majority of Pre-2 student
interns experienced difficulty distinguishing between the situational
element of a performance objective and a tactic. A situational ele-
ment was viewed as the conditions a pupil is placed under during the
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time his performance is being assessed, whereas, a tactic was defined
as a means utilized for instruction toward a stated objective. In con-
fusing the two, students assumed that the "given” phrase of a per-
formance objective named the instructional tactic. The distinction
between the two was further examined in the following session, an
Educational Philosophy Seminar, and was resolved after discussion.
—2-i—
Were Conferences One Through Four Installed As Defined?
To determine whether the Conference processes were implemented as
defined, each educational philosopher was requested to indicate on
the Conference Exception Report the number of times a specific proce-
dure was not implemented in each of the four Conferences. The number
of times that Conference procedures were not implemented, as defined
in each of the Segments of Conferences One through Four, is reported
in Table 5.1, where the items correspond to the subquestions.
As indicated in the table, the Conference procedures comprising
all four Segments of Conferences One through Three were implemented
as defined with only a few of the seventeen Pre-2 student interns not
carrying our specific procedures. The exceptions occurring were
attributed either to the decision of individual educational philoso-
phers to modify or eliminate the procedure, or to the unpreparedness
on the part of individual Pre-2 student interns.
Specifically, the lesson plan format was not followed as defined
by two Pre-2 student interns for Conference Two. These two exceptions
were based on the judgement of the educational philosophers that these
Pre-student interns were not ready to implement sequential lessons at
TABLE
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that time, and the consequent modification of their assignment to
implement a single lesson for Conference Two. Furthermore, two addi-
tional Pre-2 student interns were not able to implement the four
sequential lessons required for Conference Three as they were unable
to arrange to teach on four consecutive days in their classrooms
because of schedule conflicts. As a result, their educational philoso-
phers decided to reduce the number of sequential lessons to three.
One Pre-2 student intern failed to complete the Preview Guide
upon previewing the videotapes for both Conferences One and Two, while
another Pre-2 student intern stated that he had forgotten to complete
the Preview Guide for Conference Two. As a result, their educational
philosophers were able neither to examine nor to rate their completed
Preview Guides.
A single educational philosopher in each of Conferences One
through Three did not select enabling objectives for ensuing Problem
Analysis Segments as the problem statements were not sufficiently
delineated, during the Problem Delineation Segments of the Conference
Protocol, to warrant continuing the process. In such cases, the criti-
cal discussions that occurred during the second session centered upon
further delineation of the problem rather than upon the problem analy-
sis. The failure to complete the problem conceptualization activities
thus precluded the possibility that problem analysis would be satis-
factorily addressed in the second critical discussion of the Conference.
While the exceptions noted to the various procedures for Con-
ferences One through Three were occasional, those for Conference Four
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were more numerous. Six Pre-2 student interns and their educational
philosophers did not commence any procedures associated with Con-
ference Four before the end of the semester.
The discrepancy information, resulting from the comparison of the
intended with actual procedures for Conference Four, would normally
call for modifications of the Conference procedures to insure that all
Pre-2 student interns and their educational philosophers would complete
the Four Cycles of the approach within a given semester. During the
present study, however, some of the educational philosophers found
that the "newness" of the approach required some getting used to;
consequently, their initial utilization of the Conference procedures
were not as efficient as their later usages, a situation that contri-
buted to the six Pre-2 student interns not being able to complete
Conference Four. Utilization of the same experienced staff in the
semester following the present study could provide relative assurance
that the four Cycles would be completed as intended. An additional
alternative for program developers to consider would be the definition
and installation of a training program for participating educational
philosophers to complete prior to their utilization in the field.
Summary and Discussion
In summary, information gathered by the investigator through
his observations in the field indicated Seminar Series One through
Four were installed as defined with one exception: the extension of
a discussion in one Curriculum Development Seminar session into the
113
Educational Philosophy Seminar.
Conference One through Three were implemented as defined with
occasional exceptions based on factors unique to several individual
Pre-2 student interns. The exceptions do not, for the most part,
refer to the same individuals; thus, all the Pre-2 student interns
carried out most, if not all, of the Conference procedures. In con-
trast, the fourth Conference was not carried out with over one-third
of the Pre-2 student interns.
Pre-2 Student Intern Accomplishment of Enabling Objectives
Question B: How Well Were the Enabling Objectives of the
Approach Accomplished by the Pre-2 Student Interns
(DEM Stage III)?
Three specific questions were raised to guide the third stage of
evaluation. The first question centered upon the pattern of inter-
action between Pre-2 student intern and educational philosopher. Two
additional questions dealt with the accomplishment of the enabling
objectives through the Seminar Series and Conferences.
Information pertaining to the interaction between Pre-2 student
intern and educational philosophers was collected by the investigator
from audiotape recordings using the Robertson Interaction Analysis
System (RIAS) . Ratings by educational philosophers on the Pre-2
Student Intern Checklist and Rating Form provided information to
determine the perceived quality of attainment of enabling objectives
toward which the Seminar Series was directed. Additionally, comments
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by educational philosophers on the Conference Descriptor provided
information with respect to the enabling objectives selected to be
accomplished through the Problem Analysis Segments of the Con-
ferences. Finally, ratings by educational philosophers on both the
Problem Delineation Rating Form and Problem Analysis Rating Form were
utilized to ascertain the quality of attainment of the enabling
objectives toward which the Conferences were directed.
.B]_ : What Was the Pattern of Interaction Between Pre-2 Student
Interns and Educational Philosophers During the Problem Analysis
Segments of Conferences One Through Three? Pre-2 student interns
were requested to audiotape the critical discussions occurring during
the Problem Analysis Segments of Conferences One through Three. Data
were collected from the audiotapes by means of the Robertson Inter-
action Analysis System (RIAS) to determine whether the pattern of
interaction between Pre-2 student intern and educational philosophers
facilitated the demonstration of autonomous behavior on the part of
Pre-2 student interns in their accomplishment of enabling objectives
ten through eighteen (E.O.^q
-
E.O.-^g). The first thirty minutes of
the substantive critical discussions were analyzed for all seventeen
Pre-2 student interns assigned to the five educational philosophers.
The analyses of interactions yielded group data for both Pre-2 stu-
dent interns and educational philosophers for (a) speaker turns,
(b) length of speaker turns, and (c) amount of talk. The related
descriptive statistics are reported in Table 5.2.
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As indicated in the table, the mean number of speaker turns for
both Pre-2 student interns and educational philosophers steadily
decreased across the three Conferences. Correspondingly, the mean
length of speaker turns by both Pre-2 student interns and educational
philosophers gradually increased from Conference One to Conference
Three, with the mean increase in length of Pre-2 student interns'
initiatives exceeding that of the educational philosophers.
During the first Conference, educational philosophers talked
about two-thirds of the time; the percent of time varied from forty-
nine to eighty percent. By Conference Three, the percent of educa-
tional philosopher talk at individual Conferences ranged from forty-
four to sixty-nine percent. The decrease in educational philosopher
talk across the Conferences is clearly portrayed in Figure 5.1. There
it may also be noted that particular educational philosophers exhibited
varying patterns of interaction with individual Pre-2 student interns
across Conferences One through Three, as well as the overall pattern of
each of the three educational philosophers teamed with four or more
interns. The educational philosopher who was most successful in eli-
citing Pre-2 student intern talk spoke with his five students only
sixty, fifty-five, and fifty-four percent of the time in corresponding
Conferences One, Two and Three.
B 2 : How Well Were the Enabling Objectives of Each of the Four
Seminar Series Accomplished by the Pre-2 Student Interns (E.O.^ -
E .0
.^
) ? A major purpose of Seminar Series One through Four was to
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assist Pre-2 student interns in preparing plans that would accomplish
enabling objectives one through four (E.O^ - E.0.
4 ),
which were pre-
requisite to the implementation of the Conference procedures.
The objectives called for lesson plans developed by Pre-2 stu-
dent interns to vary in complexity and comprehensiveness. Educational
philosophers were requested, therefore, to indicate the elements con-
tained in each Pre-2 student intern's lesson plan by checking off
included elements on the Pre-2 Student Intern Lesson Plan Checklist
and Rating Form. The Checklist and Rating Form further provided the
means for educational philosophers to rate the quality of the lesson
planned by Pre-2 student interns to accomplish enabling objectives
one through four (E.O. - E.O. ).
1 4
Analysis of the data indicated that enabling objectives one
through three (E.O.^ - E.O.^) were accomplished by all Pre-2 student
interns, despite the exceptions previously reported. In the case of
the two Pre-2 student interns assigned to implement a single rather
than sequential lesson in Cycle Two, the Third Cycle provided the
opportunity for assessment of both enabling objective two (E.O.
2 )
and
three (E.O.^). The two Pre-2 student interns permitted to implement
three rather than four sequential lessons in Cycle Three planned four
lessons and discussed with the educational philosophers what would
have been done to implement the fourth lesson.
The modal ratings of attributes of the lesson plans prepared
in conjunction with the four enabling objectives are reported in
Table 5.3.
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As indicated in the table, the lowest modal ratings were assigned
to attributes of the first lesson plan, with a number of Pre-2 student
interns having "less than adequate" ratings for relating objectives
to the rationale and devising tactics appropriate to the stated objec-
tives. Improvement in each of these characteristics, as well as in
stating objectives explicitly, was observed during the next two
Conferences
.
Performances associated with Conference Four were lower than for
the second and third Conferences. Only eleven of the Pre-2 student
interns completed Conference Four; the fact that they performed less
well may be verified by comparing the ratings in the last column of
the table with the figures in brackets in the preceding column. Les-
sons developed by Pre-2 student interns focused upon the affective
rather than cognitive objectives, with the consequence that many Pre-2
student interns experienced some difficulty in specifying objectives,
identifying entry behavior of pupils and developing an evaluation
plan to assess pupil outcomes.
B ji How Well Were the Enabling Objectives for Each of the Four
Conferences Accomplished by the Pre-2 Student Interns? Four specific
subquestions were suggested by the question. The first and second
questions pertained to the perceived quality of attainment of enabling
objectives related to the Problem Delineation and the Problem Review
Segments of the Conferences. A third question dealt with the enabling
objectives selected for accomplishment during the Problem Analysis
Segment, with the final question concerned with the degree of autonomous
behavior demonstrated by the Pre-2 student interns in accomplishing
selected enabling objectives.
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Pre 2 student interns accomplished enabling objectives five
through eight (E.0.
5 - E.O.g) through the Problem Delineation Segments
of the four Conferences. The modal ratings of Pre-2 student interns'
accomplishment of the objectives are reported in Table 5.4. Educa-
tional philosophers were requested to rate on a five-point scale each
Pre-2 student interns' responses to the statements in the Preview
Guide together with his performance in the critical discussion. Each
question in the Preview Guide was designed to provide the educational
philosopher with a portion of the information upon which to rate the
Pre-2 student intern's attainment of enabling objectives five through
eight (E.O. - E.O. )
.
3 O
The educational philosophers initially perceived the quality of
accomplishment of enabling objectives six (E.O.g), seven (E.O.y) and
eight (E.O.g) by a substantial number of Pre-2 student interns to be
"less than adequate". Commencing with Conference Three, it is apparent
that the seventeen Pre-2 student interns fell into two distinct groups
regarding the quality of their accomplishment of enabling objectives
five through eight (E.O.g - E.O.g). One group of Pre-2 student
interns' performance was judged to be exceptionally high, with the
other group of Pre-2 student interns' performance judged to be ade-
quate. The distinction is especially noticeable with regards to the
accomplishment of enabling objectives five and six (E.O.g and E.O.g).
Readings and research activities assigned each Pre-2 student
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intern upon his completion of the Problem Delineation Segment of a
Conference were completed by the Pre-2 student intern during the
Problem Review Segment of the Conference (E.O.g). The ratings for
the Pre-2 student interns for the four Conferences may be summarized
as follows:
1. Twelve of the seventeen Pre—2 student interns
(71 percent) received a rating of three or four
for enabling objective nine (E.0.
g )
for Con-
ference One.
2. Fourteen of the seventeen Pre-2 student interns
(82 percent) received a rating of three or four
for the same enabling objective for Conference
Two.
3. Twelve of the seventeen Pre-2 student interns
(71 percent) received a rating of four or five
for the same enabling objective for Conference
Three.
4. Fifteen of the seventeen Pre-2 student interns
(88 percent) received a rating of four or five
for the same enabling objective for Conference Four.
In each of the four Conferences, the educational philosopher
chose from enabling objectives ten through eighteen (E •°*10 " E,0 ’18^
to discuss those objectives he judged most appropriate for the indi-
vidual Pre-2 student interns to accomplish during the critical dis-
cussion in the Problem Analysis Segment. Each educational philosopher
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was requested to identify the selected enabling objectives on the
Conference Descriptor. The frequency with which particular enabling
objectives were selected by educational philosophers is reported in
Table 5.5.
As indicated in the table, appraisal of information (E.O.^),
analyses of key concepts (E.O.^), determination of stated and
unstated objectives (E.O.^) and preparation of plans to test hypothe-
ses (E.0.
16 ) were most frequently selected by educational philosophers.
In Conference Two, a substantial minority of Pre-2 student interns
addressed the formulation and selection of relevant hypotheses (E.O.^)
and the deduction of valid conclusions (E.0.
15 ); consequently, fewer
Pre-2 student interns addressed the previous enabling objectives.
Educational philosophers chose to address the remaining enabling
objectives at later Conferences: (a) the derivation of procedures
for appraising selected hypotheses (E.O.^); the relationship between
a Ere~2 student intern's implemented lesson and his statement of edu-
cational purpose (E.O.-^y); and the clarification of his purpose based
upon the analysis of his implemented lesson (E.0. lg ).
The preceding information indicates both the relative importance
attained by the educational philosophers to the various objectives
and the sequence in which educational philosophers addressed them.
It does not indicate the cumulative experience of the individual stu-
dent; however, four patterns were evident with respect to the educa-
tional philosophers' choices of enabling objectives for particular
Pre-2 student interns to accomplish:
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1. Enabling objective ten (E.0.
1Q ) was selected to be
accomplished by all Pre-2 student interns in
Conferences One through Three and all student
interns who were able to complete Conference Four.
Enabling objective ten (E.0. 10 ) was, therefore,
selected sixty-two out of sixty-two possible
times (100 percent) across the four Conferences.
2. Enabling objective eleven (E.0.
1;L ), twelve
(E.O.^) and sixteen (E.O.-j^) were chosen to be
accomplished by each of the seventeen Pre-2 stu-
dent interns at least once across Conferences
One through Four. Out of sixty-two possible
times, educational philosophers selected
enabling objective eleven (E.O.^) forty-six
times (74 percent)
,
enabling objective twelve
(E.0
.i 2 )
thirty-eight times (61 percent), and
enabling objective sixteen (E.O.^) thirty-one
times (50 percent).
3. Enabling objectives thirteen (E.O.^) and fifteen
(£*0 *
15 )
were each accomplished by ten of the
Pre-2 student interns (59 percent) at least one
time across the four Conferences. Both enabling
objective thirteen (E.O.^) and fifteen (E.O.^)
were each selected by educational philosophers
twenty-one out of sixty-two possible times
131
(34 percent) across the four Conferences.
4. Enabling objectives fourteen (E.O. ), seventeen14
(E.O. and eighteen (E.O.^g) were accomplished
by three (18 percent) Pre-2 student interns
at least once across Conferences One through
Four. Out of a possible sixty-two possible
times, educational philosophers selected
enabling objective fourteen (E.O.-^) eight times
(13 percent)
,
enabling objectives seventeen
(E.O. ^) and eighteen (E.O.^g) five times each
(8 percent)
.
The autonomous behavior Pre-2 student interns demonstrated in
accomplishing the selected enabling objectives is reported in
Table 5.6. The data indicate that their degree of autonomous behavior
generally increased from Conference One to Four. Specifically, the
following patterns of improvement were noted:
1. With respect to enabling objective ten (E.O.-^g),
(a) ten Pre-2 student interns moved from ratings
of three and four to ratings of four and five;
(b) five Pre-2 student interns moved from ratings
of two to ratings of three; and (c) two Pre-2
student interns fluctuated between ratings of two
and three.
2. With respect to enabling objectives eleven
(E.O.
11
), twelve (E.O.^) and sixteen (E.O.^),
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there was general improvement across the four
Conferences.
3. With respect to enabling objectives thirteen
(E.O.
13 ) and fifteen (E.O.^,-), (a) three Pre-2
student interns moved from ratings of three to
ratings of four; (b) three Pre-2 student interns
moved from ratings of two to ratings of three
and four; and (c) one Pre-2 student intern
fluctuated between ratings of two and three.
4. With respect to enabling objectives fourteen
(E.O.^), seventeen (E.O.^) and eighteen
(E.O.^g), insufficient data were available to
provide an adequate basis for determining any
existing patterns of Pre-2 student interns'
autonomous behavior patterns.
Summary and Discussion
In summary, data were analyzed to determine how well the Pre-2
student interns accomplished the enabling objectives of the approach.
The quality of Pre-2 student interns' lesson plans developed to accom-
plish the enabling objectives steadily improved across Seminar Series
One through Three. The lower quality of the final lesson plans was
attributed by the educational philosophers to the moral education con-
text utilized for the lesson and the consequent emphasis of the affec-
tive rather than the cognitive domain.
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Improvement was also evident in Pre-2 student Intern performance
In conceptualizing a problem (E. 0.5 - E.0.
g ), and in securing appro-
priate information for further problem delineation or resolution
(E.O.g) across all four Conferences.
In their selection of enabling objectives to address through
critical discussion, educational philosophers most frequently chose
appraisal of information (E.0. 10 ), analysis of key concepts (E.0
>1;L ),
determination of stated and unstated assumptions (E.O.^), and prepara-
tion of plans to act with respect to selected hypothesis (E.0.
16 ).
The Pre-2 student interns’ pattern of participation during the
critical discussions of Conferences One and Three reflected an increase
in both the amount of talk and in the duration of their responses.
Additionally, both the number of educational philosophers' speaking
turns and their amount of talk decreased across Conferences. Cor-
respondingly, Pre-2 student interns consistently moved toward assuming
increased responsibility for various facets of the critical discus-
sions. The increase in Pre-2 student interns' participation during
the critical discussions seems to indicate that certain of the condi-
tions suggested by Evans (1976), such as respect for another person's
viewpoint, did occur. Moreover, the percentage of total talk contri-
buted by the educational philosophers during the critical discussions
was significantly reduced from an earlier field trial.
The choices of enabling objectives made by the educational phi-
losophers indicate that certain activities of the type Dewey (1938)
equated with reasoning frequently transpired during the critical
136
discussion
: appraisal of information, analysis of key concepts, and
determination of stated and unstated assumptions. Similarly, Pre-2
student interns had recurrent experiences, as Dewey further suggested,
in the preparation of plans to act with respect to the hypotheses
selected. On the other hand, educational philosophers appear not to
have addressed as frequently certain procedures that fall within the
reasoning stage, such as the formulation of hypotheses. The data do
not tell why this omission occurred. A question that remains unre-
solved is: "What guided the Pre-2 student intern's preparation of
plans when a precise hypothesis was lacking?" It is apparent that
hypothesis testing, the final stage of Dewey's inquiry process, was not
implemented
.
Pre-2 Student Intern Accomplishment of the
Terminal Objectives?
Question C: To What Degree Were the Terminal Objectives
of the Approach Accomplished by the Pre-2 Student
Interns (DEM Stage III)?
The eighteen enabling objectives of the approach were subsumed by
three terminal objectives. To determine to what degree terminal objec-
tives one through three (T.O^ - T.O^) were accomplished by the Pre-2
student interns, reasoned conclusions were drawn from previously ana-
lyzed information regarding the attainment of enabling objectives sub-
sumed by each of the terminal objectives. Three subquestions were
formulated corresponding to each of the three terminal objectives.
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-]J
—To_ what Degree Was the Terminal Objective One (T.O^ )
Accomplished^ the Pre-2 Student Interns? The attainment of terminal
objective one (T.O^) required each Pre-2 student intern both to pre-
pare and to implement a series of lessons in the classroom that ful-
filled the criteria explicated in the first four enabling objectives
(E.O.^ - E.O.^). Greater sophistication was required by the Pre-2
student interns to plan and implement later lessons, as they were
increasingly comprehensive and required longer periods of instruction.
As previously indicated, enabling objectives one through three
(E.O.-l - E.O.-j) were accomplished by all seventeen Pre-2 student
interns, with steadily increasing improvement in their performance.
However, only eleven of the seventeen Pre-2 student interns attained
enabling objective four (E.O.^). The accomplishment of this enabling
objective was waived for those Pre-2 student interns who had accom-
plished enabling objective three (E.O.^) and were not provided the
opportunity to attain enabling objective four (E.O.^); the decision
was based upon the fact that the two lesson plans had the same con-
stituents, even though different content was addressed. Overall,
enabling objectives one through four were accomplished sixty-two out
of sixty-eight possible times (91 percent) by the Pre-2 student
interns.
On the basis of the foregoing data, it was concluded that termi-
nal objective one (T.O.^) was accomplished by all seventeen Pre-2 stu-
dent interns. The growth in performance, and its final quality,
varied with individual Pre-2 student interns; however, fourteen of the
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seventeen Pre-2 student interns were rated by educational philosophers
to have demonstrated improvement from Seminar Series One to Three
.
1
—To. What Degree Was Terminal Objective Two (T.O.Q Accom-
Ellshed by the Pre-2 Student Interns? The accomplishment of terminal
objective two (T.0.
2 ) required Pre-2 student interns to perceive rela-
tionships between specific problems identified in videotaped lessons
and broader philosophical issues inherent in the problems. Enabling
objectives five through eight (E.O.j - E.O.g) were subsumed by termi-
nal objective two (T.0 >2 ).
As previously indicated, enabling objectives five through eight
(E.O
.5 - E.O.g) were each accomplished by all seventeen Pre-2 student
interns three times through the first Conferences, with eleven of the
seventeen Pre-2 student interns also attaining these objectives through
Conference Four. The accomplishment of enabling objectives five
through eight (E.O.^ - E.O.g) through Conference Four was waived for
those Pre-2 student interns who had accomplished these enabling objec-
tives in three earlier Conferences and were not provided an oppor-
tunity to attain them through Conference Four; the decision was based
on the fact that evidence already existed upon which to assess the
Pre-2 student interns' accomplishment of the enabling objectives.
Across the four Conferences, enabling objectives five through eight
(E.O.^ - E.O.g) were attained two hundred and forty-eight out of two
^Since incomplete data were reported for enabling objective
four (E.O. 4 ), the comparison was made across Seminar Series One
through Three.
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hundred and seventy-eight possible times (91 percent) by the Pre-2
student interns. Terminal objective two (T.0.
2 ) was reasoned, there-
fore, to have been achieved by all seventeen Pre-2 student interns,
with thirteen of the seventeen Pre-2 student interns (76 percent)
rated by educational philosophers to have improved their performance
from Conferences One to Three. 2
C q : To What Extent Was Terminal Objective Three (T.0.
3 )
Accomplished by the Pre-2 Student Interns? The accomplishment of
terminal objective three (T.O.g) required Pre-2 student interns to
utilize techniques of critical inquiry with increasingly less reliance
upon educational philosophers across the four Conferences. The tech-
niques of critical inquiry were defined as enabling objectives nine
through eighteen (E.O.g - E.0. 18 ).
Since educational philosophers selected different enabling
objectives for individual Pre-2 student interns to accomplish in the
four Conferences, the determination of the extent to which terminal
objective three (T.O.^) was attained by Pre-2 student interns is
based upon reasoned conclusions drawn from the accomplishment of
the various objectives (E.O.^ - E.O.^g) subsumed by the terminal
objective.
Terminal objective three (T.O.g) was not accomplished by all
seventeen Pre-2 student interns as certain enabling objectives
2 Since incomplete data were reported for enabling objectives
five through eight for Conference Four, the comparison was made
across Conferences One through Three.
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subsumed by this terminal objective remained unattained. Specifi-
cally, the accomplishment of enabling objectives nine through eigh-
teen (E.0.
9 -
E.0.
18 ) „as as follows across the four Conferences:
1. All seventeen Pre-2 student interns attained the
following enabling objectives: (a) derivation of
information relevant to the problem (E.O.g);
(b) appraisal of the information obtained (E.O.-^q);
(c) analysis of key concepts (E.0.n ); (d) deter-
mination of stated and unstated assumptions
(E.O.^); and (e) preparation of plans to act
with respect to selected hypotheses (E.0.
16 ).
2. Ten of the seventeen Pre-2 student interns
(59 percent) additionally accomplished the follow-
ing enabling objectives: (a) formulation of
relevant hypotheses (E.O.^); and (b) deduction
of valid conclusions (E.O.^).
3. Three of the seventeen Pre-2 student interns, in
addition to accomplishing all the aforementioned
enabling objectives, attained the remaining three
enabling objectives: (1) development of proce-
dures for appraising selected hypotheses
(E.O.^); (2) analyses of the relationship
between their implemented lessons and their
statements of educational purpose (E.O.^y); and
(3) clarification of their statements of purpose
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based on Che analyses of their Implemented lessons
(E.0.
lg ).
The preceding Information Indicates that only three of the seven-
teen Pre-2 student Interns (18 percent) addressed all of the enabling
objectives; however, Pre-2 student Interns, for the most part, were
rated by educational philosophers as moving toward greater autonomy In
their accomplishment of those enabling objectives that they experl-
enced
.
Summary and Discussion
Reasoned conclusions drawn from previously analyzed information
with respect to the attainment of enabling objectives indicated that
terminal objectives one and two were achieved by all seventeen Pre-2
student interns. lerminal objective three, however, was not accom-
plished by all seventeen Pre-2 student interns as several of the
enabling objectives subsumed by the terminal objective remained
unattained by a number of Pre-2 student interns.
The question remains unanswered of whether the unaccomplished
enabling objectives could have been achieved by Pre-2 student interns,
if they had been selected by educational philosophers to be achieved.
No doubt time was a factor in the educational philosophers’ selection
of enabling objectives. In some cases, time at a Conference ran out
before the latter stages of reasoning (E.O.-^^, E.O.-^, E.O.^) could
be addressed; also, the six Pre-2 student interns who did not have an
opportunity to participate in the fourth Conference were not provided
opportunity to attain several more objectives than they had already
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addressed
.
As can be seen in the findings discussed for Question D, educa-
tional philosophers indicated that a comprehensive record-keeping sys-
tem was lacking to record the current status of each Pre-2 student
intern s accomplishments; thus, this situation could have contributed
to the lack of selection of certain enabling objectives.
The Feasibility of the Approach
Question D: Were the Conferences Practical and Effective
in the Judgement of the Participants—Pre-2 Student
Interns and Educational Philosophers?
In analyzing participants’ appraisal of the feasibility and value
of the Conference process, two questions were suggested by the original
question: (a) How practical was the Conference process, and (b) How
effective was the Conference process in the opinion of the partici-
pants? Both the Pre-2 Student Intern and Educational Philosopher
Questionnaires served as data sources in answering these questions.
Additionally, a taped discussion with the educational philosophers
at the conclusion of the present study supplied information to answer
the latter question.
: How Practical Was the Conference Process? Two subquestions
were raised to answer the question: one dealt with the time estimated
by each participant both to prepare for and to meet for Conferences,
while the other focused upon the practicality of the Conference process
in the opinion of the educational philosophers.
143
Each Pre-2 student intern and educational philosopher was asked
to estimate in minutes the amount of time required to prepare for and
participate in each Segment of Conferences One and Three. The mean
number of minutes and percent of time allocated by Pre-2 interns and
philosophers to completing the four Segments of the Conferences is
reported in Table 5.6.
As indicated in the table, Pre-2 student interns estimated it
required slightly more than six hours to prepare for and to partici-
pate in Conference One; slightly less than seven hours to prepare for
and to participate in Conference Three. During Conference One, Pre-2
student interns utilized sixty-five percent of the total Conference
time in preparation (Preparatory Segment as well as Problem Review
Segment)
,
while thirty-five percent (over two hours) was spent in
direct interaction with educational philosophers. Similarly, Pre-2
student interns utilized seventy percent of the total time required to
complete Conference Three in preparation, and thirty percent (approxi-
mately two hours) interacting with educational philosophers. The
Preparatory Segments in both Conferences One and Three were the one
Segment in the Conference process that consumed the greatest amount
of Pre-2 student intern time.
Educational philosophers estimated that approximately two and one
half hours were required to prepare for and to participate in Con-
ferences One and Three with each Pre-2 student intern. More than two
hours (90 percent) of the educational philosophers' Conference time
was spent interacting with Pre-2 student interns, with the remaining
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portion of their time used in preparation. The Problem Analysis
Segments in both Conferences One and Three consumed the greatest
amount of the educational philosophers’ total time spent in Con-
ferences
.
The educational philosophers were also asked to rate on a five-
point scale how practical were the mechanics and the design of each
Segment of the Conference. The mean rating for each of the four Seg-
ments was 3.8, with the following shortcomings noted by the educational
philosophers in the mechanics and design of the Conferences:
Preparatory Segment
. The Lesson Plan Formats pro-
vided Pre-2 student interns were not realistic
planning guides and were utilized by the Pre-2
student interns for planning only those lessons
that were videotaped for later analysis; they were
not used, in most cases, as a means of preparing
the other daily lessons for their classrooms.
Moreover, the fragmentation of the concept of
planning in Seminar Series One created diffi-
culty with several Pre-2 student interns as they
attempted to conceptualize the planning process
as a whole.
2. Problem Delineation Segment . The purpose of the
Preview Guide was not made clear initially to the
Pre-2 student interns. In addition, a process
is needed that will facilitate Pre-2 student
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interns distinguishing more readily between problems
with philosophical implications and those that are
essentially pedagogical in nature.
3* Problem Review Segment
. No shortcomings were com-
mented on in this Segment
.
4* Problem Analysis Segment
. The Conference
Descriptor, on which educational philosophers docu-
mented the enabling objectives to be addressed for
upcoming Problem Analysis Segments, needs to be
revised; a more useable means is needed to identify
the enabling objectives already accomplished in
prior Conference Cycles, as well as those yet to
be accomplished by the Pre-2 student interns.
Do • How Effective Was the Conference Process in the Opinion of
the Participants? Five specific subquestions were posed in connection
with the question. In the first question, participants were asked to
appraise how well the Seminar Series prepared the Pre-2 student
interns for their activities leading up to and including the Con-
ferences. Next, the Pre-2 student interns were asked to identify
aspects of the integration of the Educational Philosophy and Curricu-
lum Development Seminars they perceived as particularly effective.
Third, the participants were asked to indicate aspects of the Con-
ference procedure for which Pre-2 student interns were inadequately
prepared. The participants’ overall appraisal of the Conference
procedures was sought in the fourth question. Finally, the question
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was asked whether there was any evidence that the participants desired
to continue the Conference process in the semester following the
present study.
Information was gathered by means of both commentary and ratings
by Pre-2 student interns and educational philosophers in similar items
in the Pre-2 Student Intern and Educational Philosopher Questionnaires.
The Educational Philosophy and Curriculum Development Seminars
were designed to prepare Pre-2 student interns for what they were to
do in Conferences. Pre-2 student interns were asked to rate on a
five-point scale how well each Seminar prepared them for their activi-
ties leading up to and including the Conferences. The tabulation of
their collective ratings indicated that the majority of the Pre-2
student interns perceived the Educational Philosophy Seminar as ade-
quately preparing them for what they were to do in Conferences.
Specifically, nine of the seventeen Pre-2 student interns rated
their preparation as "adequate"; five of the remaining Pre-2 student
interns perceived their preparation as "more than adequate"; and three
Pre-2 student interns felt their preparation for Conferences was "less
than adequate". Similarly, the consensus of Pre-2 student interns was
that the Curriculum Development Seminar had adequately prepared them
for what they were to do in Conferences. Six of the seventeen Pre-2
student interns perceived their preparation to be "adequate"; nine of
the remaining Pre-2 student interns rated their preparation as "more
than adequate"; and two Pre-2 student interns stated that their prepa-
ration for Conferences was "less than adequate".
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Pre-2 student interns were further requested to comment on any
shortcomings they perceived in the Seminar Series. The comments of
the ten Pre-2 student interns who responded varied. For example, one
Pre-2 student intern stated that "the Seminar sessions were removed
from real life classroom situations on several occasions." Three
additional Pre-2 student interns felt that the initial Seminar ses-
sions were very frustrating; however, one of these interns added that
"towards the end of the semester everything started to 'click' in my
own head. Another Pre-2 student intern indicated a concern with the
use of "a lecture type of presentation almost exclusively." Comment-
ing on the required lesson plan format, one Pre-2 student intern stated
that "I only used this kind of lesson plan for the Conferences. The
lesson plans we were required to write were too time consuming and
not practical for my use in my other lessons." Sharing the position
of the above commentator
,
another Pre-2 student intern suggested that
Too much time was spent on writing lesson plans and not enough time
was spent on other aspects of teaching." Finally, noting that having
the several instructors in attendance for many of the Seminar ses-
sions was often advantageous, one Pre-2 student intern added that
"There was often competition for 'center stage' amongst the instruc-
tors. The students who wanted to participate often were not allowed."
Educational philosophers were also requested to rate on a five-
point scale how well the Educational Philosophy Seminars prepared Pre-2
student interns for their activities leading up to and including the
Conferences. An analysis of the data reported by the five educational
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philosophers indicated that the majority of educational philosophers
perceived the Educational Philosophy Seminars as providing adequate
preparation of Tre-2 student interns for what they were to do in
Conferences. Specifically, four of the five educational philosophers
rated this preparation as "adequate" or above, with the remaining
educational philosopher rating the preparation of Pre-2 student interns
for Conferences as "less than adequate".
The educational philosophers were also asked to comment on any
shortcomings they perceived with the preparation the Educational
Philosophy Seminars provided Pre-2 student interns. Three educational
philosophers commented that although the individual sessions within
each Seminar Series were effective, they further indicated that a lack
of continuity sometimes existed between the various sessions within
each Seminar Series. A second related inadequacy addressed by two
educational philosophers centered upon the absence of precise processes
by which each of the major concepts addressed in the Educational
Philosophy Seminar could be examined. One of these educational phi-
losophers stated that if each major area dealt with in the Educational
Philosophy Seminar had a common set of identifiable processes associ-
ated with it, there could be greater consistency to approaching each
of the major areas comprising each Seminar Series.
Another educational philosopher commented that the readings dis-
cussed in the Educational Philosophy Seminar sessions were essentially
an individual's analysis of the concepts being examined with the Pre-2
student interns. He added that the Pre-2 student interns' views tended
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to parallel those of the readings assigned, and that Pre-2 student
interns often formed an opinion that coincided with the position taken
by a particular author. Another educational philosopher commented
that Pre—2 student interns should initially be better prepared in the
Educational Philosophy Seminar, "to develop their understanding of a
particular concept in order to examine the analyses of that concept
done by other persons." Finally, one educational philosopher stated
that insufficient emphasis was placed on how applications of the phi-
losophical issues might be made in particular Pre-2 student interns'
teaching situations.
In short, analysis of the data indicated that a majority of both
Pre-2 student interns and educational philosophers thought that the
Seminar Series adequately prepared the interns for activities leading
up to and including the Conferences. Moreover, the numerous comments
made by both Pre-2 student interns and educational philosophers con-
cerning shortcomings provide evidence that there is need for additional
improvement in the Seminar Series.
The second question dealt with an attempt in the design of the
Seminar Series to integrate the Educational Philosophy and Curriculum
Development Seminars. The Pre-2 student interns were asked to
(a) identify those aspects of the integration that they noticed and
to comment on its helpfulness; and (b) to suggest aspects which could
have been better integrated.
The majority of the twelve Pre-2 student interns who responded
to the question judged there to be integration of the Educational
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Philosophy and Curriculum Development Seminars, although many Pre-2
student interns felt it was difficult to pinpoint specific aspects of
the integration. Rather, several Pre-2 student interns described the
integration as being "fluid," "overlapping in content," "connected,"
and continuous. One Pre-2 student intern identified relevant activi-
ties in the Educational Philosophy Seminar and their application in the
Curriculum Development Seminar. Expanding on this aspect of relevance,
another Pre-2 student intern stated, "When I got down to plan a lesson,
I was aware not only of the actual lesson, but also of developing rea-
sons to support my teaching it." Three additional Pre-2 student
interns addressed the aspect of developing an educational philosophy
to utilize in their selection of objectives and tactics. Exemplifying
the above position, one Pre-2 student intern stated, "The development
of curriculum must be guided by a person's philosophy, and I found the
integration facilitated this connection quite effectively. I had to
consider just why I was designing a particular lesson." Finally, four
Pre-2 student interns stated that the theoretical nature of the activi-
ties experienced in the Educational Philosophy Seminar were often
placed in a practical context in the Curriculum Development Seminar.
Pre-2 student interns were further asked to identify any aspects
of the Conference procedures they felt inadequately prepared for.
Similarly, each educational philosopher was also requested to identify
any aspect of the Conference procedure for which the Pre-2 student
interns, with whom he participated, were inadequately prepared.
Each Pre-2 student intern and educational philosopher were given
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a list of procedures comprising each of the four Segments of both
Conference One and Conference Three. Each intern reported his percep-
tions for both Conferences, while each educational philosopher reported
the number of Pre-2 student interns assigned to him whom he felt were
inadequately prepared for each procedure. The numbers reported by the
two groups appear in Table 5.7.
As indicated in the table, both groups of participants concurred
that the majority of" Pre—2 student interns were adequately prepared
for most of the Conference procedures; however, substantial numbers of
Pre~2 student interns were perceived by each group as inadequately pre-
pared for certain Conference procedures.
In Conference One, over one-fourth of the Pre-2 student interns
felt inadequately prepared to complete the Preview Guide; these
interns, together with one additional intern, further believed a
deficiency in their preparation existed with respect to relating the
completed research activities assigned by the educational philosophers
and relating their teaching performance in the classroom to broad
philosophical principles underpinning their practice.
Educational philosophers concurred that deficiencies existed with
the latter two procedures specified by the interns. The educational
philosophers, however, were less dissatisfied than the Pre-2 student
interns regarding the completion of the Preview Guide, and they were
more dissatisfied with respect to the adequacy of their preparation to
select and refine a problem for further delineation.
By Conference Three, the numbers reported by both groups of
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participants regarding inadequate preparation for all but one proce-
dure had either decreased or remained the same. The larger number of
Pre-2 student interns inadequately prepared to discuss Implementation
was attributed by educational philosophers to temporary attitudinal
problems on the part of these Interns.
By Conference Four, the only area perceived as weak by Pre-2
student interns was their preparation to relate their teaching per-
formance in the classroom to broader philosophical principles under-
pinning their practice. Educational philosophers concurred with the
Pre-2 student interns' appraisal regarding this continuing deficiency
and remained less than satisfied with the interns’ ability to select
and refine a problem for further delineation. Additionally, educa-
tional philosophers noted that the Pre-2 student interns perceived by
them as inadequately prepared for specific procedures on Conference
Three tended to be the same individuals unprepared for Conference
One
.
An additional question dealt with the effectiveness of the
Conference process as a whole. Both Pre-2 student interns and educa-
tional philosophers were requested to rate on a five-point, semantic
differential scale their impressions of the implementation of the
Conference process as a whole. Ratings by both groups of their per-
ceptions of the implementation of the Conference process are reported
in Table 5.8.
As indicated in the table, the highest ratings assigned by the
Pre-2 student interns (4.0) corresponded to the areas listed as helpful,
156
TABLE 5.8
RATINGS BY PRE-2 STUDENT INTERNS AND EDUCATIONAL PHILOSOPHERS
OF THEIR PERCEPTIONS OF THE IMPLEMENTATION OF THE
CONFERENCE PROCESSES
Mean Number
Educational Philosopher Student Intern
Adjective Pairs (n=5) fn-m
1 . Not Helpful-Helpful 4.0 4.0
2 . Inadequate-Adequate 3.6 3.9
3 . Boring-Interesting 3.6 3.6
4 . Disjoint-Integrative 3.0 3.7
5 . Mechanical-Reflective 3.8 3.6
6 . Ineffective-Effective 3.4 3.8
7 . Waste of Time-Worthwhile 4.0 4.0
8 . Rigid-Flexible 3.8 3.8
9 . Dominated-Participatory 3.6 3.8
10 . Irrelevant -Relevant 3.4 3.9
11 . Critical-Supportive 3.6 4.0
12 . Conventional-Innovative 3.6 3.5
13 . Theoretical-Practical 3.2 2.9
Note : All ratings were done in a five-point scale with a higher
rating indicating a more positive perception with the excep-
tion of the last adjective pair.
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worthwhile and supportive, with the educational philosophers con-
curring with all but the last area. The Conference process was rated
lowest by Pre-2 student interns (3.5) with respect to innovativeness;
the educational philosophers' lowest rating (3.4) was assigned to the
dimensions of effectiveness and relevance. Pre-2 student interns more
favorably rated the Conference process with respect to adequacy, effec-
tiveness, participation, relevance and supportiveness, while educa-
tional philosophers believed that the Conference process was more
reflective, innovative and practical than did the Pre-2 student interns.
Both group ratings were the same with respect to the dimensions of help-
fulness, interest, worthwhileness and flexibility.
The theory-practice adjective pair was not included in the above
discussion as the values reported need to be interpreted with respect
to the midpoint of the scale (3.0). Pre-2 student interns perceived
the Conference process to tend toward the theoretical, rather than the
practical (2.9), while educational philosophers felt that the process
tended toward the practical (3.2).
Responding to the question, "Should the Conference procedures
continue as a part of the Educational Foundations Component the semes-
ter following the present study," sixteen of the seventeen Pre-2 stu-
dent interns and all the educational philosophers concurred that it
should. The majority of the Pre-2 student interns and the educational
philosophers suggested a variety of modifications they felt should be
considered in refining the Conference procedures, which are addressed
in the last section of the chapter.
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Summary and Discussion
Information was analyzed to determine both the practicality and
effectiveness of the Conference process as perceived by the partici-
pants. The Conference procedures were time-consuming; a Pre-2 student
intern spent an average of over six hours in both preparing and par-
ticipating in each Conference, while educational philosophers esti-
mated they spent approximately two and one-half hours with each of
seventeen Pre-2 student interns for each Conference conducted.
Most Pre-2 student interns rated the Seminar Series as "adequate"
or "more than adequate" in preparing them for the activities leading
up to and including the Conferences. Additionally, the majority of
the Pre-2 student interns judged the integration of the Educational
Philosophy and Curriculum Development Seminars to be "adequate".
Educational philosophers rated the overall design and mechanics of the
Conference process as "adequate", but offered comments with respect
to perceived shortcomings. The overall perceptions of the partici-
pants were positive with respect to the implementation of the Con-
ference procedures as a whole; both Pre-2 student interns and educa-
tional philosophers rating highly the aspects of helpfulness and
worthwhileness
.
The finding that the formats utilized by the Pre-2 student
interns were not practical for daily use need not suggest their aban-
donment. The formats were utilized to engage the interns in con-
ceptualizing the comprehensive nature of the planning phase. The
Pre_2 student interns probably need assistance in determining when
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thoughtful and detailed lesson planning is required and when it is
not
.
The greater number of Pre— 2 student interns inadequately pre-
pared for the first Conference than for a later one suggests that the
process get off to a slow start, possibly because the Pre-2 student
interns were uncertain of exactly what was expected of them.
The major focus of changes suggested by the participants indi-
cates that the Seminar Series could more efficiently prepare Pre-2
student interns to engage in the Conference activities, while allevi-
ating the uncertainty Pre-2 student interns possibly experienced early
on in the program. A description of these suggested changes is
presented in the following section.
Suggested Changes to the Approach
Question E: What Changes Are Needed to Improve
the Approach?
Two specific questions were suggested by the question: the first
pertained to changes Pre-2 student interns felt should be considered;
the second question dealt with changes suggested by educational phi-
losophers, given the data corresponding to the preceding field test
questions A through D. Suggestions by Pre-2 student interns were col-
lected on the Pre-2 Student Intern Questionnaire, with recommendations
by educational philosophers gathered by means of an audiotape record-
ing at a final review of performance meeting.
E ; In the Opinion of the Pre-2 Student Interns, What Changes
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Should Be Considered to Improve the Approach? Nine of the seventeen
Pre-2 student interns responded to the question; the majority of com-
ments made were addressed toward the Seminar Series. The one aspect
mentioned most often by the Pre-2 student interns was that greater
emphasis should be placed upon means to operationalize theoretical
concepts addressed in the Educational Philosophy Seminar to the
teaching situations the Pre-2 student interns were presently encoun-
tering. Although the majority of the Pre-2 student interns felt that
the concepts discussed in the Educational Philosophy Seminar were
timely and important, they further added that insufficient stress was
placed on the development of tangible means for them to connect these
theoretical concepts with their immediate teaching practices. Repre-
senting this view, one Pre-2 student intern commented that, "I needed
to understand more clearly the connection between what was being
examined in the Educational Philosophy Seminar and its usefulness to
me in the classroom." Another Pre-2 student intern suggested that
both the Educational Philosophy and Curriculum Seminars be combined
into one Seminar, co-taught by an educational philosopher and a
curriculum development specialist as "the issues we dealt with are
relevant to both philosophy and curriculum development, and they
should be examined together."
Eq : Given the Data Corresponding to the Preceding Field Test
Questions A Through D, What Changes Were Suggested by the Educat ional
Philosophers to Improve the Approach? The focus of the discussion
centered upon an examination of modifications in the Seminar Series
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that could better prepare Pre-2 student interns for their performances
in the Conferences. Specific recommendations gathered from the educa-
tional philosophers suggest the following changes:
1. The Seminar Series should be structured to include
a set of procedures for examining the various
philosophical issues in a systematic manner. Such
a set of procedures should include (a) increased
emphasis on practical application of philosophical
concepts in the classroom; (b) greater utiliza-
tion of particular philosophical concepts addressed
in Seminar Series by the Pre-2 student interns in
their preparation for and implementation of
instruction; (c) greater emphasis on the develop-
ment of reasoning skills; (d) more comprehensive
selection of readings related to each of the major
philosophical issues addressed; and (e) greater
emphasis placed upon additional methodological
skills of instruction (e.g., technical skills of
teaching)
.
2. The Conference Process should remain basically as
defined, consisting of the four Segments.
During the final taped interviews, educational philosophers fur-
ther incorporated several of the above suggestions into a series of
procedures that could be utilized to modify the existing Seminar
Series/Conference Cycles. The procedures would consist of five steps:
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(a) Concept Analysis; (b) Readings; (c) Preparation; (d) Implementa-
tion; and (e) Evaluation. The first three steps would be Incorporated
primarily Into each of the four Seminar Series, with the last two
steps Included In the existing Conference procedures for each of the
four Conferences.
Concept Analysis
. The activities designed for
each Seminar Series could provide greater assis-
tance to Pre—2 student interns to develop tech-
niques for analyzing key concepts inherent in the
issues discussed. Such an emphasis in the Seminar
Series could provide a more direct connection to
pursuing critical analysis through the Conferences.
During the present study, the Conferences were
the primary means through which Pre-2 student
interns were to develop techniques of reasoning
and critical inquiry.
2. Readings
. Having developed a clearer understanding
of the key concepts inherent in a particular phi-
losophical issue, the Pre-2 student intern would
be in a better position to assess pertinent read-
ings addressed in each of the Seminar Series.
Each Pre-2 student intern could be expected to
develop a perspective from which to identify simi-
larities and differences between his understanding
of a particular concept (s) and other educational
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philosophers' positions stated in the readings.
Thus, the potential could exist for reducing
the tendency of Pre-2 student interns to view
the readings as the "right way" a particular
concept should be analyzed. Moreover, the
analysis and reasoning processes initiated in
the above steps would continue through this
second step.
3* Preparation
. The various ways particular phi-
losophical concepts being addressed in each
Seminar Series could be applied in classroom
situations could be examined prior to the
Pre-2 student interns’ preparating lessons to
accomplish enabling objectives one through
four (E .0
. ^
- E.O.^)
.
4. Implementation
.
The implementation of each
Pre-2 student intern’s prepared lesson in the
classroom could be expected to reflect his
conceptualization of the particular concept (s)
refined in each of the four Seminar Series;
his videotape would serve to illustrate his
utilization of a particular philosophical con-
cept .
5. Evaluation . Evaluation following the completion
of each Seminar Series/Conference Cycle would
164
provide information to program development for
their use in making further modifications in
succeeding Seminar/Conference Cycles.
Summary and Discussion
The participants indicated that the major emphasis of change, with
respect to improving the approach, should center upon modifications in
the Seminar Series that could better prepare Pre-2 student interns for
effective application of certain philosophic concepts in their class-
rooms. Additionally, a more efficient utilization of the Educational
Philosophy Seminar was suggested to encourage Pre-2 student interns to
acquire the techniques of critical thinking prior to their participa-
tion in the Conferences.
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CHAPTER VI
CONCLUSIONS AND RECOMMENDATIONS
Conclusions
The present study has dealt with the evaluation of a program in a
relatively complete stage of development. Several field trials of
earl^er versions of the Educational Foundations Component had been con-
ducted prior to the present study; the definition of the Component,
therefore, was complete at the outset of the evaluation with one
exception—there was not yet a training program for prospective educa-
tional philosophers.
The approach was implemented largely as defined. The integration
of the Educational Philosophy and Curriculum Development Seminars was
perceived by the participants to be "adequate" or "better than ade-
quate." The enabling objectives for the Seminar Series were attained
by most of the Pre-2 student interns, with the quality of performance
improving across the four Seminar Series. Similarly, the Pre-2 stu-
dent interns' performance steadily improved, for the most part, in
their accomplishment of the enabling objectives addressed across the
four Conferences. Additionally, Pre-2 student interns utilized cer-
tain techniques of critical thinking to facilitate the process of
inquiry while engaged in critical discussions. The increase in Pre-2
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student interns’ participation during the critical discussions appears
to imply that Pre-2 student interns were both initiating and sustain-
ing analysis to a greater degree in their later Conference discussion
that in a previous one. In the opinion of most participants, the
Conferences were judged "adequate” or "above adequate" with respect to
being practical and effective. Finally, all but one Pre-2 student
intern indicated that the approach should continue with modifications
in the semester following the present study, with all of the educa-
tional philosophers concurring. In short, the findings of the present
study indicate that the approach is sufficiently effective to warrant
cont inued refinement
.
To assure that a proper perspective is maintained, the short-
comings of the approach should also be noted. The data directly sug-
gests that Pre-2 student interns utilized certain critical thinking
techniques, while others were largely neglected for a variety of rea-
sons; the program developers need to decide either to eliminate those
unused enabling objectives from the definition of the Component or to
modify existing procedures so that the objectives will be addressed in
the future.
Additionally, a majority of the educational philosophers indicated
that the Educational Philosophy lacked a systematic process for examin-
ing the philosophical concepts addressed in class. A process could be
designed that provided Pre-2 student interns with some of the critical
thinking techniques to be utilized later in Conferences, thus, prompt-
ing a more efficient use of the Seminar. Finally, an analysis of
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information pertaining to aspects of the approach in need of modifica-
tion indicates that several coordinating details require improvement,
such as, scheduling meetings between Pre-2 student interns and educa-
tional philosophers, arranging the use of videotape equipment well in
advance and devising procedures for providing educational philosophers
with Pre-2 student interns' lesson plans and Preview Guides in advance
of the critical discussions and with a running record of enabling
objectives already addressed.
The Continued Development of the Approach
In addition to the modifications suggested above, a more efficient
use of modeling techniques could be employed, especially by the educa-
tional philosophers. Further refinement of the Educational Foundations
Component could include the extension of the approach to other phases
of the student intern preparatory experiences. Additionally, organiza-
tional modifications that introduce efficiency into the approach and
the development of a training program for prospective educational
philosophers could also be considered by the program developers.
Modeling of both the techniques and attitude of critical thinking
could be demonstrated by the educational philosophers early in the
program. Modeling could occur in: (a) videotapes of critical discus-
sions in which an educational philosopher and cooperating teacher
modeled a particular stage of the inquiry process or utilized specific
critical thinking techniques; (b) the use of simulations in small
groups of Pre-2 student interns in which an educational philosopher
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modeled the behaviors conducive to establishing a critical discussion;
(c) a critique of a Pre-2 student intern's performance by his cooperat-
ing teacher in which the cooperating teacher modeled the critical
attitude; and (d) the interaction between a student intern who success-
fully completed the Component the previous semester and a Pre-2 student
intern in which the student intern modeled critical thinking skills
related to conceptualizing a problem. In each of the preceding
examples, it is presumed that each professional or other student
intern could serve as a model. Given such modeling behavior that both
showed the intended outcomes of the approach together with the
processes employed for their attainment, the initial performance of
Pre-2 student interns could be improved.
Assuning that one semester provides insufficient opportunities for
the Pre-2 student interns to engage adequately in many inquiries or
critical discussions, consideration should be given by the program
developers to identify additional experiences for the acquisition of
such behaviors.
Extension of the program could be based on the following sugges-
tions :
1. The continuation of the approach throughout the
Student Internship in the semester following the
Pre-2 Internship. Educational philosophers could
continue to engage student interns in additional
inquiries utilizing critical discussions to
facilitate the process.
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2. The inclusion of opportunities for the Pre-2 stu-
dent interns to conduct experiments that test
hypotheses. Through the development of skills
necessary to carry out the testing of hypotheses,
interns could be equipped to complete the process
of inquiry as Dewey described (1938); a crucial
aspect lacking in the approach at present.
The extension of the approach to additional aspects of the pro-
spective teacher’s preparatory experience could require the educational
philosophers to expend unusual amounts of time and energy in the suc-
cessful implementation of such extensions. One means of avoiding such
a problem could be to modify the organization of the program toward
greater efficiency. Organizational modifications that introduce effi-
ciency into the approach might be considered as follows:
1. Pre-2 student interns who successfully completed the
Educational Foundations Component could be utilized
as additional resources in the semester following
when they are full-time interns. First, an intern
could be teamed with a Pre-1 student intern to
assist in his introduction to the Component and the
procedures utilized. Experiences with the initial
inquiry stages could be implemented with the Pre-1
student intern. Teamed with a Pre-2 student intern,
the student intern could participate in the inqui-
ries the Pre-2 student intern was conducting.
170
Multiple combinations of Pre-1 student interns,
Pre-2 student interns and student interns in
various ratios might be considered, with the
inclusion of cooperating teachers. With
cooperating-teacher members of inquiry teams,
the Component might influence to a greater
degree the types of experiences Pre-2 student
interns are provided in their field settings.
Since the organization of the participating
schools emphasizes differentiated staffing pat-
terns, such an approach seems particularly
feasible
.
2. A further suggestion that appears feasible would
be to organize the Pre-2 student interns into
small groups or teams both to conduct coopera-
tive inquiries and participate in collective
critical discussions. Collaborations of such a
nature could provide the additional opportunities
for Pre-2 student interns to engage in critical
discussions, while establishing supportive links
among the Pre-2 student interns themselves.
Recommendations for Further Research
The present study relied heavily on checklists, rating scales and
self reports. A major limitation of the study was that information
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was not collected with respect to the explicit procedures utilized by
the educational philosophers, such as those described by Evans (1976)
as conducive for establishing critical discussions. In order to study
the behavior of educational philosophers, instrumentation needs to be
developed for measuring its occurrence. Additionally, research should
focus upon the variables that affect the formation of habits of criti-
cal inquiry. A final area for further research should be the deter-
mination of whether or not a prospective teacher, trained in the use
of inquiry, incorporates this methodology into his future practices.
Research should focus upon the identification of the behavioral
manifestations of critical thinking. Through the utilization of video
or audiotapes of several critical discussions, specific behaviors
could be identified from the audio or videotape as falling within such
categories as analysis of key concepts, appraisal of evidence and
determination of stated and unstated assumptions.
The need to study the behavioral manifestations of critical think-
ing suggests the development of instrumentation for measuring the
occurrence of the procedures and behaviors described by Evans (1976) as
necessary for establishing a critical discussion. Such instrumentation
could provide a means for measuring the degree to which educational
philosophers encouraged the development of the critical attitude.
Being able both to identify and to measure the behavioral mani-
festations of critical thinking does not ensure the acquisition of the
habit of critical inquiry by the student interns. A third area for
further research is suggested, therefore, to determine what variables
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contribute to the formation of the habit of critical inquiry by Pre-2
student interns. Such research could be guided by questions such as
the following:
1. What evidence suggests that the Pre-2 student
interns voluntarily utilize critical inquiry
techniques beyond the activities provided through
the program? Evidence could be collected by
cooperating teachers, instructors in other courses
and supervisors.
2. Do Pre-2 student interns exhibit increased abili-
ties both to engage in inquiries and to utilize
the techniques, of critical thinking when teamed
with a student intern who successfully completed
the program the previous semester, as compared
with a Pre-2 student intern not teamed with a stu-
dent intern graduated from the program?
3. Assuming that a Pre-2 student intern who valued
the process of inquiry would acquire the habit of
utilizing the process of critical inquiry more
readily than one who did not, what are the
entrance and exit perceptions of Pre-2 student
interns with respect to the process of inquiry?
4. What effects does a cooperating teacher, trained
to engage others in the inquiry process and to
model the attitude and techniques of critical
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thinking, have on the formation of the habit of
critical inquiry by Pre-2 student interns?
5. How is the attitude of critical inquiry reflected
in the changes made between a Pre-2 student
intern s entrance and exit statement on the pur-
pose of education?
6. Are Pre-2 student interns who have more opportuni-
ties to engage in the process of inquiry more
autonomous and sophisticated in both initiating
and sustaining inquiry than student interns with
less opportunities?
Finally, research could be conducted to determine the transfer
effects of a Pre-2 student intern’s preparatory training to engage in
inquiry and critical thinking on his future performance in his class-
room. Research could consist of follow-up studies done with Pre-2 stu-
dent interns who have completed the Educational Foundations Component.
Information could be collected the semester following a group of Pre-2
student interns’ completion of the Component to determine whether they,
as student interns, encouraged their pupil to engage In critical dis-
cussions, provided opportunities for their pupils to acquire techniques
of critical thinking and employed inquiry as a methodology in their
instruction.
The present study has dealt with the evaluation of an approach for
engaging prospective teachers to think critically about the philosophic
principles underlying his teaching practice. The approach effectively
174
provided a means by which prospective teachers could begin to connect
theory with practice. Further research is needed both to guide con-
tinued refinement of the approach and to discern more precisely the
behaviors and procedures educational philosophers could employ to
facilitate the acquisition of the habit of critical inquiry on the
part of prospective teachers.
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Introduction
APEP Foundations is designed to foster in student teachers the
ability to think critically about the broader purposes of education,
and to employ problem-solving techniques that translate these purposes
into appropriate instructional strategies. The intent is to integrate
these skills with theoretical models capable of providing an intellec-
tual framework to accommodate practical classroom experience. Stu-
dents are encouraged to broaden their view of the teacher’s role to
include not only the methodological and logistical skills demonstrated
in the classroom but also those of curriculum development and instruc-
tion based on sound philosophical principles. This perspective pro-
motes intellectual independence and continued professional growth by
developing in student teachers an experimental approach to curriculum
building that eventuates in educational decisions based on a sensitive
evaluation of reliable and comprehensive diagnostic information.
Organization
Seeking to secure a high degree of integration of theory and
practice in teacher education, APEP Foundations has been organized
into three related components: 1) a seminar in which basic theoreti-
cal issues are presented and discussed, 2) a curriculum development
seminar where theoretical issues are translated into curricular and
instructional strategies, and 3) individual conferences where students
analyze their planning and teaching in terms of relevant theoretical
issues. Each of the three components is outlined below.
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PHILOSOPHY SEMINAR
Time: Wednesday, 1:30-3:30 p.m.
Place: Wildwood School
Obj ectives :
a) to develop and articulate statements of broad educa-
tional purpose;
b) to develop a set of rationale statements that will
link broad educational aims to educational planning
and instruction;
c) to identify rationale-related objectives that are
both educationally significant and appropriate;
d) to design learning experiences that demonstrate the
ability to relate instructional strategies to state-
ments of educational purpose.
CURRICULUM DEVELOPMENT SEMINAR
Time: Thursday, 3:30-5:30 p.m.
Place: Wildwood School
Obj ectives :
The primary aim of this seminar is to teach the skills of tech-
nically sound practice as they are derived from explicit theoretical
principles. Some of these skills are outlined below:
a) writing and sequencing objectives;
b) designing and implementing learning experiences;
c) selecting and organizing the materials of instruc-
tion;
d) designing and implementing question-asking strate-
gies;
e) developing procedures for effective evaluation.
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ANALYSIS CONFERENCES
Time: By Appointment
Place: By Appointment
Objectives :
The primary purpose of these sessions is to ensure the meaningful
integration of technical skills and theoretical principles through an
analysis of student lesson plans and videotapes. Objectives include
the ability to:
a) identify significant educational problems;
b) formulate problems so as to stimulate productive
inquiry
;
c) examine stated and unstated assumptions in the prob-
lem;
d) analyze critical concepts;
e) derive from professional literature information rele-
vant to the problem;
f) formulate educational hypotheses based on the above
problem-solving skills;
g) devise a plan for evaluating and revising hypotheses;
h) develop problem-solving skills that move the student
from dependence on others toward autonomous inquiry.
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READING LIST
During the course of the semester, you will be asked to complete
uf
read
J
ngS a"d PaPers based on the readings and your class-teaching. Some of the readings should be completed for the semi-
nars on Wednesday. Others will be required readings based on indi-
vidual conferences, and still others will be supplementary to the con-ferences. The latter two kinds of readings will be assigned directlyby your conference instructors.
SEMINAR READINGS
Wiegand, DEVELOPING TEACHER COMPETENCIES
Tyler, BASIC PRINCIPLES OF CURRICULUM AND INSTRUCTION
Dewey, EXPERIENCE AND EDUCATION
Dewey, EDUCATION AS GROWTH
Eisner, INSTRUCTIONAL AND EXPRESSIVE OBJECTIVES
Dewey, NEED FOR A PHILOSOPHY OF EDUCATION
Katz, TEACHING THINKING
Nelkins
,
SCIENCE-TEXTBOOK CONTROVERSIES
Schwab, DISCIPLINES OF KNOWLEDGE
Bestor, DISCIPLINES OF KNOWLEDGE
Kohlberg
,
CHILD AS MORAL PHILOSOPHER
Hall and Davis, MORAL EDUCATION
Dewey, SOCIAL ROLE OF THE SCHOOLS
Dewey, RELATION OF THEORY AND PRACTICE IN EDUCATION
CONFERENCE READINGS
Dewey, LOGICAL AND PSYCHOLOGICAL
Dewey, IMPORTANCE AND ROLE OF SUBJECT MATTER
Dewey, METHOD IN EDUCATION
Bruner, ACT OF DISCOVERY
Dewey, DISCOVERY LEARNING
Suchman, INQUIRY TRAINING
Ausubel, DISCIPLINE IN EDUCATION
Gayer, MAKING MORALITY OPERATIONAL
Dewey, ROLE OF THE TEACHER
Hawkins, TRIANGULAR RELATIONSHIP
Hawkins, NATURE OF CHOICE
Wickins and Kamii, PIAGET IN THE CLASSROOM
SUPPLEMENTARY READINGS
Dewey, GENERAL TRAITS OF THINKING
Ausubel
,
DISCOVERY LEARNING
Woodward, MORAL EDUCATION
Neill, SUMMERHILL
Barth, OPEN EDUCATION
Duckworth, WONDERFUL IDEAS
APPENDIX B
PRE-2 STUDENT INTERN LESSON FORMATS
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PRE-2 STUDENT INTERN LESSON FORMAT
(Conference One)
Name
:
DATE:
Statement of Rationale
. The basis for determining what pupil learn-
ings to bring about.
Objectives
.
Explicit statements of desired pupil learnings.
Tactics Activities chosen to bring about desired pupil learnings.
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PRE-2 STUDENT INTERN LESSON FORMAT
(Conference Two)
Name
:
Date
:
Statement of Rationale
. The basis for determining what pupil learn-
ings to bring about.
Objectives
. Explicit statements of desired pupil learnings.
Tactics . Activities chosen to bring about desired pupil learnings.
Diagnosis . Identified strengths and needs of pupils.
Entry Behavior . Definition of what the pupils know or can do prior
to instruction.
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PRE-2 STUDENT INTERN LESSON FORMAT
(Conferences Three and Four)
Name
:
Date
:
S tatement of Rationale
. The basis for determining what pupil learn-ings to bring about.
Objectives
. Explicit statements of desired pupil learnings.
Tactics
. Activities chosen to bring about desired pupil learnings.
Diagnosis
. Identified strengths and needs of pupils.
Entry Behavior
. Definition of what the pupils know or can do prior
to instruction.
Key Questions
.
Questions appropriate to level of thinking reflected
in stated objectives.
Evaluation Plan . Plan to accurately and representatively assess
pupil attainment of stated objectives.
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PRE-2 STUDENT INTERN PREVIEW GUIDE
(All Conferences)
Name
:
Tape //: Date:
1.
Identify specific problems evidenced in your videotape.
2.
Explain how these specific problems are similar to other problems
you have experienced in classroom situations.
3.
Identify what this group of specific problems have in common.
4.
Restate your initial problem statement (s) in general terms.
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APPENDIX C
OUTLINE OF THE CONFERENCE PROCESS
PRE-2 STUDENT INTERN PREVIEW GUIDE
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INDIVIDUAL CONFERENCE PROCEDURES
In
is used
meeting
the Educational Foundations Component, the word "Conference"
to refer to an extended four-part process and not to a single
Individual segments of the process are outlined below.
Student Educational
Teacher Philosopher
PREPARATORY SEGMENT :
X Implement planned lesson in your class-
room.
X
X
X
X
X
Videotape this lesson.
Preview the videotape.
Complete Preview Guide.
Schedule a viewing time with both AV
personnel and APEP staff.
File all written assignments in your
journal
.
PROBLEM DELINEATION SEGMENT :
X Bring your journal containing completed
lesson and preview guides to this meet-
ing.
X X View videotape with APEP staff.
Select and refine problem statement to
commence inquiry process.
X X
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Student Educational
Teacher Philosopher
PROBLEM DELINEATION SEGMENT :
X Identify areas to be researched related
to problem or solutions.
x Assign readings pertinent to conceptu-
alized problem.
X Schedule a time for Analysis Segment.
PROBLEM REVIEW SEGMENT :
X Commence research and activities using
videotape if necessary.
X Compile all completed materials for
Problem Review Segment meeting.
X X
X X
PROBLEM ANALYSIS SEGMENT :
Meet with APEP philosopher to discuss
research related to selected problem
or solution.
Plan additional research if necessary.
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Preparatory Segment
PRE-2 LESSON PLAN FORMAT
Name
:
Tape //: Date:
STATEMENT OF RATIONALE (include your resources)
The basis for determining what pupil learnings to bring about.
OBJECTIVES (List 5-10; Circle those chosen for this lesson)
Clear statements of desired pupil learnings.
TACTICS (List three; Circle the one chosen for this reason)
Activities chosen to bring about desired pupil learnings.
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Preparatory Segment
PRE-2 PREVIEWING GUIDE
Name
:
Tape //: Date:
1.
Identify specific problems/issues evidenced in your videotape.2.
Explain how these particular problems/issues are similar to other
problems/issues you have experienced in classroom situations.
3.
Identify what this group of particular problems/issues have in
common
.
4.
Restate your initial problem statement (s) in more general terms.
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APPENDIX D
CONTENT AND TIMETABLE FOR SEMINAR SERIES ONE THROUGH FOUR
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CONFERENCE PROTOCOL EXCEPTION REPORT
Name
:
Date
:
1. Seminar Series One through Four were implemented as defined.
S.S. #1 S.S. it2 S.S. #3 S.S. 7/4
2. Conferences One through Four were implemented as defined.
Conf. 7/1 Conf. 7/2 Conf. #3 Conf. #4
(a) The Preparatory Segments were implemented as defined for each
of the four Conferences:
The Pre-2 student intern implemented a prepared lesson
in the classroom following the format provided:
Conf. //I Conf. it 2 Conf. #3 Conf. 7/4
The Pre-2 student intern videotaped the implementation of
this prepared lesson:
Conf. #1 Conf. 7/2 Conf. #3 Conf. 7/4
The Pre-2 student intern previewed the videotape of the
implementation of the prepared lesson:
Conf. #1 Conf. #2 Conf. 7/3 Conf. 7/4
The Pre-2 student intern completed the Preview Guide
upon previewing the videotape.
Conf. #1 Conf. it 2 Conf. 7/3 Conf. 7/4
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(b) The Problem Delineation Segments were implemented as definedin each of the four Conferences
;
The Pre-2 student intern and educational philosopher
met to:
(1) examine the completed lesson plan:
Conf. ill Conf. // 2 Conf. //3 Conf. M
(2) examine the completed Preview Guide:
Conf. //I Conf. // 2 Conf. #3 Conf. #4
(3) discuss the videotape of the implemented lesson:
Conf. //I Conf. #2 Conf. //3 Conf. //4
(4) develop and select a generalized problem statement
for further delineation:
Conf. //I Conf. //2 Conf. //3 Conf. //4
The educational philosopher rated:
(1) the Pre-2 student intern's lesson plan:
Conf. #1 Conf. // 2 Conf. //3 Conf. #4
(2) the Pre-2 student intern's Preview Guide:
Conf. //I Conf. #2 Conf. // 3 Conf. #4
(3) the degree of autonomous behavior demonstrated by the
Pre-2 student intern during the session:
_
Conf. //I Conf. #2 Conf. //3 Conf. //4
The educational philosopher completed the Educational
Philosopher Discriptor indicating:
(1) selected problem statement:
Conf. H Conf. //2 Conf. //3 Conf. //4
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(2) selected enabling objectives for Problem Analysis
Segment
:
Conf. //I Conf. #2 Conf. //3 Conf. #4
(3) pertinent readings assigned the Pre-2 student intern
related to the problem statement:
Conf. //I Conf. #2 Conf. #3 Conf. H
(c) The Problem Review Segments were carried out as defined in each
of the four Conferences:
The Pre-2 student intern completed the activities
assigned by the educational philosopher:
Conf. //I Conf. #2 Conf. #3 Conf. #4
(d) The Problem Analysis Segments were carried out as defined in
each of the four Conferences:
The Pre-2 student intern and educational philosopher
met to:
(1) examine the completed research activities:
Conf . #1 Conf. #2 Conf. #3 Conf. #4
(2) relate the research activities to the generalized
problem statement:
Conf. #1 Conf. #2 Conf. #3 Conf. #4
(3) analyze the generalized problem statement in terms
of previously selected enabling objectives:
Conf. #1 Conf. #2 Conf. #3 Conf. H
The educational philosopher rated the quality of the
Pre-2 student intern's completed research activities:
Conf. Conf. #2 __ Conf. #3 _Conf. #4
The degree of autonomous behavior demonstrated by the
re-2 student intern during the session:
Conf. iH Conf. //
2
Conf. //
3
Conf. //
4
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LESSON PLAN CHECKLIST AND RATING FORM
(E .0
.
- E.O. )1 4
Name
:
Tape //: Date:
1.
Did the lesson plan contain the elements necessary to the Con-
ference?
Conference #
1
objectives
tactics
rationale
Conference //2
objectives
tactics
rationale
entry behav.
diagnosis
Conference #3
objectives
tactics
rationale
entry behav.
diagnosis
key questions
evaluation
Conference #4
objectives
tactics
rationale
entry behav.
diagnosis
key questions
evaluation
2.
Were the stated objectives explicit?
Not Fairly Highly
At All Explicit Explicit
3.
Did the stated objectives relate to the rationale?
Not Fairly Highly
At All Appropriate Appropriate
4.
Were the tactics appropriate for the stated objectives?
Not Fairly Highly
At All Appropriate Appropriate
5.
Were the stated objectives sequenced in a logical manner?
Not
At All
Fairly
Logical
Highly
Logical
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6.
Were both stated objectives and tactics appropriate to the
identified entry behavior of the pupils?
Not Fairly Highly
'
At AH Appropriate Appropriate
7.
Were the key questions appropriate to the level of thinking
reflected in the stated objectives?
Not Fairly Highly
At All Appropriate Appropriate
8.
Were the key questions phrased clearly?
Not Fairly Highly
At All Clear Clear
9.
How accurately and representatively did the method of evaluation
reflect the stated objectives?
Fairly Highly
Accurately and Accurately and
Representatively Representatively
Not
At All
212
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PROBLEM DELINEATION RATING FORM
(E.0.
5 -
E.O.g)
Name
:
Tape //
:
Date:
Ratings of Pre-2 Student Intern Preview Guide Responses
1.
How well did the Pre-2 student intern identify significant educa-
tional problems evidenced in his analysis of the videotape of the
implemented lesson (E.O.^)?
Not Adequately Exceptionally
At All Well
2.
How well did the Pre-2 student intern compare the particular
problems identified in the videotape with other problems experi-
enced in classroom settings (E.O.g)?
Not Adequately Exceptionally
At All Well
3.
How well did the Pre-2 student intern deduce the common charac-
teristics of both the specific problems identified in the video-
tape with other problems experienced in classroom settings
(e.o.
7
>?
Not Adequately Exceptionally
At All Wel1
4.
How well did the Pre-2 student intern generalize the problems
identified to include: (1) behavioral manifestations characteris-
tic of the problem; (2) the context of the problem; and (3) the
concept (s) inherent in the problem (E.O.g)?
Not
At All
Adequately Exceptionally
Well
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Rating of Pre-2 Student Intern Degree of Autonomous Behavior
Demonstrated During the Problem Identification Segment
5. What degree of autonomous behavior did the Pre-2 student intern
demonstrate in generalizing the significant educational problem
to be further delineated (E.0.8)?
( 1 ) ( 2 ) (3) (A) (5)
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PROBLEM ANALYSIS RATING FORM
(E.O. - E.O. )
9 18
Name
:
Tape //
:
Date:
Ratings of Pre-2 Student Intern Completed Research and Activities
1.
How well did the Pre-2 student intern derive from the profes-
sional literature and/or research activities, information relevant
to the generalized problem statement (E.O.g)?
Not Fairly Exceptionally
At All Well
Ratings of the Pre-2 Student Intern Degree of Autonomous Behavior
Demonstrated During the Problem Analysis Segment
1. What degree of autonomous behavior did the Pre-2 student intern
demonstrate in appraising the information obtained (E.O.^)?
* O)
’
“(2)
*
”73) ‘
*
”74) ”75)
2. What degree of autonomous behavior did the Pre-2 student intern
demonstrate in analyzing key concepts in the generalized problem
statement (E.O.^)?
’ (T)
’
”72)
'
”71) ”74) ”73)
3. What degree of autonomous behavior did the Pre-2 student intern
demonstrate in determining the stated and unstated assumptions
evident in the generalized problem statement (E. o. 12 )?
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A. What degree of autonomous behavior did the Pre-2 student interndemonstrate In formulating and selecting relevant hypotL.wbased on secured information and comprehensive delineation ofthe generalized problem (E.0
>13 )?
(!) (2) (3) (A) (5)
5.
What degree of autonomous behavior did the Pre-2 student interndemonstrate in devising functional procedures for both appraising
and/or revising the selected hypothesis (E.0.
lZf )?
(D (2) (3) (A) (5)
6.
What degree of autonomous behavior did the Pre-2 student intern
demonstrate in drawing valid conclusions regarding the selected
hypothesis (E.0 >15 )?
(1) (2) (3)
' (A) * (5)
’
7. What degree of autonomous behavior did the Pre-2 student intern
demonstrate in preparing plans to act with respect to conclusions
drawn (E.O.^)?
(1) (2) (3) ~(A) ’ (5)
8. What degree of autonomous behavior did the Pre-2 student intern
demonstrate in analyzing the relationship between the implemented
lesson and his statement of educational purposes (E .o. 17 )?
(1) (2) (3) (A) (5)
9.
What degree of autonomous behavior did the Pre-2 student intern
demonstrate in both clarifying and refining his statement of
educational purposes based on this analysis (E.O.-^g)?
( 1 ) ( 2 ) (3) (A) (5)
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THE DEGREE OF AUTONOMOUS BEHAVIOR DEMONSTRATED BY PRE-2
STUDENT INTERNS IN THEIR INTERACTION WITH EDUCATIONAL PHILOSPHER
DURING CONFERENCES
(5) Autonomy
(4) Collegial
(3) Participative
(2) Receptive
(1) Not Able
(5) Autonomy . The Pre-2 student intern required no assistance from
the educational philosopher to accomplish the enabling objec-
tive .
(4) Collegial . The Pre-2 student intern's verbal behavior was both
largely self-sustaining and self-initiating. Occasionally, the
educational philosopher assisted the Pre-2 to clarify and refine
his/her position during the analysis. The enabling objective
was accomplished with limited assistance by the educational
philosopher
.
(3) Participative . The Pre-2 student intern's verbal behavior was
largely self-sustaining but not self-initiating. The educa-
tional philosopher initiated the analysis often during this
session. The enabling objective was accomplished with major
assistance by the educational philosopher.
(2) Receptive . The Pre-2 student intern's verbal behavior was
neither self-sustaining nor self-initiating and consisted of
acknowledging and supplementing the analysis conducted by the
educational philosopher and restating the essential features.
The enabling objective was accomplished with total assistance
by the educational philosopher.
( 1) Not Able. The Pre-2 student intern did not participate in the
analysis at all. The enabling objective was not accomplished
at this time.
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EDUCATIONAL PHILOSOPHER DESCRIPTOR
Name
:
Tape //
:
Date:
1* Problem statement selected to be researched and/or questions used
to guide the further delineation of the generalized problem
statement
.
2. Enabling objectives selected for emphasis during the Problem
Analysis Segment with Pre-2 student intern. Select from enabling
objectives eleven through eighteen (E.O... - E.O. ).11 18
3. Pertinent readings assigned that relate to issues inherent in the
generalized problem statement.
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DATA COLLECTION INSTRUCTIONS
(Educational Philosophers)
Data will be collected by the educational philosophers at two
“I*
8
j ot
C°n£erence Protocol: (1) the Problem DelineationSegment, and (2) the Problem Analysis Segment.
Data Collected During the Problem Delineation Segment
The following data will be collected during this Segment of
each Pre-2:
1. Ratings of the Pre-2 student intern's completed
lesson plan utilizing the Pre-2 Student Intern
Lesson Plan Checklist and Rating Form (questions
appropriate to Conference).
2. Ratings of the Pre-2 student intern's responses
to the Pre-2 Student Intern Preview Guide utiliz-
ing the Problem Delineation Rating Form (questions
1-4).
3. Ratings of the Pre-2 student intern's degree of
autonomous behavior demonstrated during this Seg-
ment in generalizing the significant educational
problem to be further analyzed utilizing the
Problem Delineation Rating Form (question 5)
.
Data Collected During the Problem Analysis Segment
The following data will be collected during this Segment of each
Pre-2
:
1. Ratings of the Pre-2 student intern's completed
activities utilizing the Problem Analysis Rating
Form (question 1 in section titled "Ratings of
Pre-2 Student Intern Completed Research Activi-
ties") .
2. Ratings of Pre-2 student intern's degree of autono-
mous behavior demonstrated in accomplishing selected
enabling objectives (E * 0, 10 " E *° ’18^ during this
Segment utilizing the Problem Analysis Rating Form
(questions 1 through 9 in the section titled,
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"Ratings of the Pre-2 Student Intern Degree of
Autonomous Behavior Demonstrated During the Prob-
lem Analysis Segment")
.
3. Audiotape recording of this Segment.
4. A description of the problem selected to be
researched/questions guiding further delineation
of the generalized problem; the enabling objec-
tives selected for emphasis during the upcoming
Problem Analysis Segment (select from enabling
objectives eleven through eighteen (E.C.-q
-
E.C.is); and the pertinent readings assigned uti-
lizing the Educational Philosopher Descriptor.
223
TERMINAL AND ENABLING OBJECTIVES
Terminal Objectives
T *°
*i : The Pre
~ 2 student intern will plan a series of
single and multiple, sequenced lesson plans to
be implemented in the classroom with a group of
pupils. Implementation will be videotaped for
future analysis with an educational philosopher.
T. 0 '
2
• Pre-2 student intern will demonstrate their
ability to perceive relationships between
specific problems identified in implemented,
videotaped lessons and broader, philosophical
issues inherent in the identified problems.
T.O.^: The Pre-2 student intern will demonstrate their
ability to both develop and utilize functional
techniques and procedures of critical inquiry
with less reliance of educational philosophers
across Conferences.
Enabling Objectives
The following enabling objectives are accomplished through the
Educational Philosophy and Curriculum Development Seminar Series
One through Four respectively:
E.O. : (PREREQUISITES TO CONFERENCE ONE) The Pre-2
student intern will plan a detailed lesson
plan containing performance objectives, tac-
tics, and rationale to be implemented with
a group of pupils in a classroom setting.
E.0«
2
: (PREREQUISITE TO CONFERENCE TWO) The Pre-2
student intern will plan a minimum of two
sequenced lesson plans containing performance
objectives, tactics, entry behavior of pupils,
and rationale statement to be implemented
with a group of pupils in a classroom setting.
A written diagnosis will be included between
the implementation of lesson one and lesson
two
.
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E.0.
3
: (PREREQUISITE TO CONFERENCE THREE) The
Pre-2 student intern will plan a minimum of
four sequenced lesson plans containing per-
formance objectives, tactics, entry behavior
of pupils, rationale statement and key ques-
tions to be asked. This series of lessons
will be implemented with a group of pupils in
a classroom setting. Diagnosis will be
included between each implemented lesson in
addition to an evaluation plan for use at the
completion of this series of sequenced instruc-
tion.
E.O.^: (PREREQUISITE TO CONFERENCE FOUR) The Pre-2
student intern will plan a minimum of three
sequenced lesson plans containing explicit
objectives, tactics, rationale statement,
entry behavior of pupils and key questions to
be asked using a moral education context.
Diagnosis will be included between each imple-
mented lesson in addition to an evaluation
plan for use at the completion of this series
of sequenced instruction.
The following enabling objectives are accomplished through the
Preparatory and Problem Delineation Segments of the Conference Pro-
tocol :
E . 0
.
^
:
The Pre-2 student intern will identify signifi-
cant educational problems evidenced in his
analysis of the videotape of the implemented
lesson
.
E.O. :
6
The Pre-2 student intern will compare the
particular problem identified on the videotape
with other problems experienced in classroom
settings
.
E . 0
.
7 :
The Pre-2 student intern will deduce the common
characteristics of both the specific problems
identified on the videotape and other problems
experienced in classroom settings.
E *°’8 : The Pre-2 student intern will generalize the
problems identified to include: (1) behavioral
manifestations characteristic to the problems;
(2) the context of the problems; and (3) the
concept (s) inherent in the problems.
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d
The followin S enabling objectives are accomplished through theProblem Review and Problem Analysis Segments of the Conference Pro-tocol :
E.O.^: The Pre-2 student intern will derive from
the professional literature and/or research
activities, information relevant to the
generalized problem statement.
E
'°’10 : Ttie Pre-2 student intern will appraise the
information obtained.
E
‘°'li
: The Pre-2 studen t intern will analyze key
concepts in the generalized problem state-
ment .
E *^*12’ The Pre-2 student intern will determine
stated and unstated assumptions evident in
the generalized problem statement.
E.O.^: The Pre-2 student intern will formulate and
select relevant hypotheses based on secured
information and comprehensive delineation
of the generalized problem.
E.O.^: The Pre-2 student intern will devise func-
tional procedures for both appraising and/or
revising the selected hypothesis.
E.O. : The Pre-2 student intern will draw valid
conclusions regarding the selected hypothe-
sis .
E.O. : The Pre-2 student intern will prepare plans
to act with respect to the conclusions drawn.
E.O. : The Pre-2 student intern will analyze the
relationship between the implemented lesson
and his statement of educational purposes.
E.O.
18
: The Pre-2 student intern will both clarify
and refine his statement of educational pur-
poses based on this analysis.
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THE ROBERTSON INTERACTION ANALYSIS SYSTEM (RIAS)
The purpose of the RIAS is to measure and describe verbal parti-
cipation in a classroom setting in such a way as to reveal certain
patterns of verbal interaction. The analysis is guided by the model
of conversational interaction developed by Sacks, Schegloff and
Jefferson (1974), and Sacks (1972), which provides a systematic
approach to turn-taking or speaker alternation in uncontrived conver-
sation. All speech exchange situations are seen to be guided by two
organizing principles: 1) one person speaks at a time, and 2) speaker
change is possible. Different kinds of verbal exchange situations
(e.g., conversation at a dinner party versus a formal debate) are
distinguished by their variability in the distribution of turns, turn
size, and turn content. A turn consists not merely of the temporal
duration of an utterance but of the right (or obligation) to speak
which is allocated to, or seized by, a particular speaker. As the
number and length of possible turns are limited, there arises a kind
of competition for these turns, the outcome of which reflects, among
other things, certain patterns of power and dominance between the
potential speakers (Zimmerman and West, 1975).
The RIAS instrument is designed to yield systematic data on the
actual exchange of speaker turns and certain circumstances surround-
ing such exchanges in the context of a classroom teacher -led discus-
sion. A speaker turn is defined as an utterance that is intended to
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be heard and listened to by the group to the exclusion of any or all
other simultaneous utterances by other persons. This means that cer-
tain minimal remarks, such as "uh-huh," or "I know," which are usually
private responses to what someone else has said and the functional
equivalents of head—nodding or other non-verbal expressions of agree-
ment or disagreement, and which are not intended as speaking turns
directed to the exclusive attention of the group, are not considered
to be "turns". Similarly, background mumbling, laughter, and several
persons addressing the group simultaneously are not considered "turns".
However, a number of events not considered "speaker turns" but
hypothesized to bear a significant relationship in the seizure of
actual speaker turns are included in the observation and analysis sys-
tem of the RIAS.
The RIAS is designed so that a single observer can classify and
record all speaker turns according to identity of speaker, person(s)
addressed, length of turn, and conversational intent, as well as cer-
tain other events, occurring during a chosen segment of a live class
session. The observer does this by classifying and writing down the
appropriate code for each three-second interval of the observation
period. This recording system is based on the model of interaction
analysis developed by Flanders (1970). If several distinct recordable
events occur within a three-second interval, these are recorded as
well and considered to have lasted three seconds, as in Flanders'
system. In addition, a number of non-turn taking events are recorded
if and when they occur, without an indication of their length, as
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duration is not relevant to the hypotheses of this study; for example,
laughter, background mumbling, students raising hands, etc.
The categories of events used in this analysis are thus of two
general types. Type 1 events are those in which an identifiable
speaker has seized a turn to speak and is, for the duration of that
turn, the recognized and presumably listened-to speaker. Type 2
events describe certain verbal and non-verbal events which happen
between and simultaneously with Type 1 events and thus record selected
aspects of the dynamics of transition between and background of Type 1
events
.
Type 1 Events Coding System
Type 1 events are encoded in two or three unit fashion, contain-
ing three information elements.
First Unit : This unit contains informational element #1
,
namely the identity of the speaker who has seized a turn.
This information is encoded by use of either the letter
"T", standing for teacher, or a one or two digit numeral
that corresponds to the code number given at the begin-
ning of the observation to each student in the class. A
seating chart is used as an aid in identifying student
speakers and, through appropriate markings, also yields
information on the sex of each student for later analysis.
Rationale for informational element #1: The hypotheses
of this study concern the distribution of speaker turns;
thus it is necessary to identify specific speakers.
Second Unit : This unit contains informational element
//2
,
namely the content or conversational intent of an
utterance as well as, in most cases, informational ele-
ment #3, namely the person (s) to whom a speaker turn is
addressed
.
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Informational element #2 is encoded as follows:
Group A : Explicit response elicitors; this
includes all remarks that invite a
response
,
Q or q = question (What is the
relationship between x and
y? When did x or y happen?)
I or i = invitation to speak (Any
comments? I’d like to hear
what you think? Will some-
one review the chapter for
us?)
Group B : Remarks that are neutral as to expecta-
tion of a response; this includes all
utterances that do not imply an
expectation for a response, though
speaker change is possible.
A or a = answer to a specific question
C or c = comment on what someone has
said
E or e = exposition, lecturing (the
distinction between C and E
is useful only to teacher
talk)
D or d = explicit disagreement, charac-
terized by tense, argumenta-
tive tone
Rationale for informational element //2: The choice of
categories makes possible two kinds of analyses: first ,
to classify student speaking turn seizures according to
degree of initiative according to operationalized rules
described below. For example, a student answering a
specific question posed by the teacher displays less
initiative than a student making a comment on lecture
content. Second , the above categories make possible an
elementary description of interaction styles within dif
ferent classrooms. For example, a class in which many
speaker turns take the form of TQ 13a TQ 8a indicates an
environment very different from a class segment coded as
TE 13c Tc 8c 12c lOd 12d 8c Tc. In the first instance,
the teacher has posed questions to the class, dutifully
answered by students. In the second instance the
teacher’s exposition has elicited comments by students
who take turns with one another to join in the discus-
sion.
Informational element #3 is usually contained in the
second coding unit for efficiency; when this is not possi-
ble, the third coding unit gives the necessary information
(see next section)
. The second coding unit can be written
as a small-case or large-case letter. Large case letters
always indicate that the addressee of the remark is the
class group as a whole. Small case letters indicate that
an individual is being addressed and, depending on whether
this letter is written next to the first unit in normal
waiting fashion, or above as a kind of superscript, the
identity of the addressee is given (see below).
Third Unit : This unit conveys information about the
addressee of the speaker turn, when such information can-
not adequately be given through the second unit. It takes
the form of small case letters or numbers being added to
the second unit. The table below describes the complete
system of addressee coding:
Complete system of informational element #3 (addressee)
coding
:
A. When the teacher is the speaker and addresses:
1. The Class as a whole: Informational element
#2 is written in large case letters; e.g.,
TQ, TE, TI.
2. Individual students:
a. When the student addressed is the last
previous speaker, the identity of that
student need not be made explicit, but
can be inferred. Coding consists of
the informational element // 2 written
in small case letters, in normal writ-
ing position; e.g., Tc, Ti, Tq.
b. When the student addressed was not the
last previous speaker, his or her
identity is made explicit by adding
the student’s identification number to
the code described in 2 a. above; e.g.,
Tc2l
,
Tq3
.
3. Two or more specific students:
3-. If the students have been a part of
the ongoing previous discussion, their
specific identity need not be made
clear. Coding in this case consists
of informational element #2 in small
case letters with addition of a "+"
sign.
b. If the students' identity cannot be
inferred from the immediately previous
context, their identifying numbers are
added to the informational element #2;
e.g., Tc2l, 4, 16.
4. Attention primarily directed to class as a whole,
but with gestures indicating that a particular
student is specially intended to hear remarks:
the informational element #2 is coded in large
case letter, with a student identifying number
added. If the particular student was previous
speaker, then an "s" instead of the identifying
number suffices; e.g., TC21, TA13, TCs, TAs.
5. Attention primarily directed to an individual
student, but with gestures indicating that the
class as a whole is also the addressee: the
informational element #2 is coded in small case
letter, along with student identifying number,
if necessary, plus the letter "w" (for "whole
class"); e.g., Tc21w, Tiw.
When a student is the speaker and addresses:
1. The class as a whole: Informational element
//2 is written in large case letters; e.g.,
21C
,
6Q.
2. The teacher: Informational element is written
in small case letter; e.g., 21c, 7q, 13d.
3. Another student: Informational element #2 is
written in small case letters and positioned
as a superscript. Unless the previous student
speaker was the addressee, the student identify-
ing number is also added; e.g., 12 c ^, 4ci21 ,
5<1, I2a .
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4. More than one other student: as in case
0.3 above, but "+" is added, or identify-
ing numbers, if possible; e.g., 12 c+, 3cA » 7
.
5. The teacher primarily, but a specific other
student, or other students, as well: as in
case 8.2 with the symbol "s" added, for
single other student, or "+" for several
other students, or with identifying numbers,
where possible; e.g., 14c4, 16d+, 8ds.
6. Another student or students primarily but
with partial attention to teacher or class as
a whole: this is coded as directed at fellow
student only.
Rationale for informational element it 3 coding: The pri-
mary purpose of identifying to whom a statement has been
addressed is to allow a determination of the degree of ini-
tiative displayed in the subsequent turn seizure. It
makes a considerable difference to know whether, for exam-
ple, a student is answering a question that the teacher
has specifically addressed to that student or whether all
students had an equal psychological chance to seize the
turn to speak. The guiding principle for determining the
addressee is not whether the content of a remark speaks to
something that someone else has said previously, but whe-
ther the non-verbal gestures of the speaker indicate that
attention is focused on and primarily directed to a par-
ticular speaker or the group as a whole. To the extent
that information about the addressee of a remark becomes
relevant only for interpreting a subsequent speaker change,
the observer has some leeway in the care he or she needs
to take to record this information. For example, if a
teacher is addressing several individual students and one
of these students then takes a turn to speak, the relevant
information is that indeed this student had been previously
addressed—while it is not important to know specifically
which other students had been addressed. The other stu-
dents had an equal chance, presumably, at seizing the next
initiative but did not do so. This study is concerned
only with what happened—not with what did not happen and
why it might not have happened, though that would be a
worthwhile study in itself.
Because the observer is sometimes faced with situations
whose complexity does not allow full and explicit record-
ings as described above, several short—hand indicators
have been developed to deal with such more complex situa-
tions :
Supplementary informational element // 3 codes:
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1. -+ - An arrow is used to precede the first unit
(identity of speaker) in cases where the
speaker has been specifically addressed. This
is useful in situations where time did not
allow recording of this information in the
previous three-second coding and in situations
where more than one specific person had been
addressed and a listing of all addresses
proved too cumbersome.
2.
_
= A horizontal line beneath the identity of a
speaker indicates that the current speaker
was not specifically addressed, whereas some
other individual (s) in fact were addressed.
This is useful in situations where time con-
straints did not allow a listing in the pre-
vious three-second code of precise addressee (s)
.
3. s, +, w, t = These letters are used to indicate a
change in addressee (s) in the course of the
speaker’s turn. Thus, if attention has
shifted to an individual student, use "s"; if
attention has shifted to several individual
students, use for the class as a whole,
use "w"; and for the teacher, use "t".
4. — = A horizontal line by itself is used to indi-
cate that three seconds of an event have
passed which has been explicitly coded pre-
viously; thus these are continuation marks
and save the observer from having to write
elaborate codes literally every three seconds;
e
.
g
. ,
Tc21 — — — — = the teacher has com-
mented to student //21 for a duration of 15
seconds. If the only change in an event is
a change of addressee, then only the letters
indicated in 3. above, or a student identi-
fication number is used; e.g.,
TC 21 + 2 =
the teacher has commented to the class as a
whole for 12 seconds, then turned his atten-
tion to student //21 for 9 seconds, then to
other students as well for 12 seconds, and
finally back to the class as a whole for 12
seconds.
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5. etc. = This mark is used in cases where the teacher
has been doing the same thing for more than
30 seconds and it is pretty clear that he or
she will continue with the same. This means
that this instrument does not record the
length of every speaker turn by the teacher,
which is appropriate insofar as student talk
is the focus of interest; e.g., TE — —
— — — — — —
— etc. 21q = the teacher
has lectured for more than 30 seconds and
was, at some point, "interrupted" by student
#21 who asked the teacher a question.
Type 2 Events Coding System
Type 2 events are those events which are not themselves complete
speaker turns but which give selected information about circumstances
surrounding Type 1 events.
1. Non-verbal events:
H = a student raises his or her hand to
speak
L = laughter
X = silence
2. Group verbal events:
M = several students speaking out loud
at once
m = several students speaking in back-
ground without attempt to gain the
floor
3. Interruption events:
= the person identified (teacher or stu-
dent) is trying to interrupt the cur-
rent speaker
B = the teacher "interrupts" a student with
boosting remarks, indicating acknowledge-
ment and encouragement to continue; i.e.,
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the teacher is not taking the speaking
turn away from the student
/ = the speaker following the slash mark
has clearly interrupted the previous
speaker ’ s turn
4. Initiative clarifiers:
= the speaker turns joined by this mark
are part of the same initiative; this
is useful when a student has been very
briefly interrupted or helped along with
some statement by the teacher and the
full expectation exists that the student
will continue and finish his or her point
// = two slash marks underneath the three-
second coding indicate that while the
speaker turn has not changed, the current
speaker is taking a new initiative by
going on to speak about something new.
This is useful when a student has
answered a question by the teacher and,
upon finishing this answer, uses the
opportunity of his or her turn to address
some other issue.
5. Side speakers:
Student identification number recorded above
regular markings = a student who speaks
up in background and who is not really
trying to interrupt and seize a turn is
recorded in this fashion. This is use-
ful to record those ambivalent attempts
to communicate which do not constitute
talking turns out but are close to the
threshold
.
Mechanical Details of Recording
An observer sits in the class to be recorded in such a fashion as
to be both unobstrusive and yet able to see the faces of all potential
speakers. The observer begins by drawing up a seating chart and giving
an identification number to each student and making an attempt to
memorize these numbers. When coding begins, the observer writes mark-
ings horizontally across a page of graph paper . This helps to
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distinguish large case from small case letters. All markings for
Type 2 events, except X, /, ^ and // are recorded above the mid -line.
Graph paper makes positioning of these markings and of the superscripts
mentioned in the addressee system easier.
Example of a 300-Second Recording Session
TC T1 21c Tc w
TQ 14a — 8q Ta 14 — -> 8c
6
C 8d 6d Tc+ w
TE — — — — — — — — — — etc. 13q — — — —
Ta TC 4c Tc /8c
M
__ 14c — TC M TQ
XXXTi -> 21c 8 Tc+ w — 8c21 —
Tc8 21 /21c /8d t — -
4
21
- C//
- -
+ — — 14c
w TE etc.
Interpretation
Teacher comments to class (18 seconds); Teacher extends invita-
tion to speak to class as a whole (9)
;
Student #21 comments to
teacher (9); teacher comments to student #21, the shifts
attention to
class (24); teacher poses question to class (9); student #14
answers
and receives boost by teacher (15) ; student #8 asks teacher a
ques-
tion (9); teacher answers #8 and also addresses #14 (15);
student #8,
who had been addressed along with #14, makes comment (9);
student #6
comments to student #8 (12); #8 disagrees with #6 (12); #6
disagrees
with #8 (9)
;
teacher comments to #6 and #8 and then turns attention
to class as whole (24); teacher lectures to class
more than 30 seconds;
#13 asks question of teacher (15); teacher answers
question (12);
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teacher comments to class (12) ; student #A comments to teacher and
is unsuccessfully interrupted by teacher (2A); teacher comments to
//A (9) ; #8 interrupts teacher and speaks while someone raises their
hand (15); #1A comments to teacher while class laughs (15); teacher
comments to class while several students are speaking out loud simul-
taneously (15); teacher directs question to class (12); silence (9);
teacher invites #21 to speak (9) ; #21 comments to teacher and also
to #8 (18); teacher comments to #8 and #21, then turns attention to
class (18); #8 comments to teacher and #21 (12); teacher comments to
#8 and then to #21 (18) ; #21 interrupts teacher with comment (9)
;
#8 interrupts #21 and addresses comment to latter, then to teacher
and receives boosting remark from teacher (27); teacher comments to
#8 (3); #8 continues her remarks (12); #A comments to #8, then turns
to teacher (21); #A makes new comment, which turns into a question to
teacher (2A) ; teacher answers question while #21 is making an aside
(18) ; teacher turns comment to class and so specific individual stu-
dents (18); #1A, who was not one of those specifically addressed,
makes comment to teacher (15) ; teacher comments to #1A and then turns
attention to class (2A) ; teacher lectures (more than 30 seconds)
.
Analysis
Given such raw data, there are many different analyses possible,
depending on the researcher’s focus and hypothesis. Usually the
analysis will be done as follows. First all student speaking turns,
or speaking initiatives, will be identified. (It will be more useful
in this analysis to speak of "initiatives" rather than speaker turns,
because there are cases in which a student continues speaking beyond
a point at which speaker change, mostly in the form of the teacher
regaining the floor, is normally expected and in which the student has
actually taken another initiative, or another turn, by continuing with
a different and new task) . Upon identification of all student speak-
ing initiatives, a listing is made, for each individual student
and
for each initiative, of the following data categories:
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1. Length of initiative in seconds;
2. Whether the initiative was addressed, all or in
part, to one or more specific fellow students;
3. Degree of initiative.
The degree of initiative is determined by the content and the
addressee of the previous speaker turn and is described below in its
fully operationalized form.
After tallying the above data, a table of summary data
for each individual student is constructed as follows:
1. Number of initiatives;
2. Total length of initiatives;
3. The mean length of initiatives;
4. Percentage of total initiatives addressed to
students
;
5. Mean degree of initiative.
These individual student data make possible a ranking and/or comparison
of individual students' participation rates and styles within a given
class. To allow for comparison of individual students across different
classes and to make possible the computation of a composite "participa-
tion score" for each individual student participant, the above five
summary scores can be converted to z—scores or t-scores.
The analysis of individual students' participation behavior can
then be used to derive group data , either for whole classes or for
sub-groups within classes. The most useful categories and computa-
tions are likely to be the following:
240
1. Number of individuals constituting the group
or sub-group
2. Number who participated at all
3. PERCENTAGE PARTICIPATION
4. Total time students talked (amount of talk)
5. MEAN AMOUNT OF TALK PER STUDENT PRESENT
6. MEAN AMOUNT OF TALK PER PARTICIPATING STUDENT
7. Total number of initiatives
8. MEAN INITIATIVES PER STUDENT PRESENT
9. MEAN INITIATIVES PER PARTICIPATING STUDENT
10. MEAN LENGTH OF INITIATIVE
11. MEAN DEGREE OF INITIATIVE PER INITIATIVE TAKEN
12. MEAN DEGREE OF INITIATIVE PER SECOND OF TALK
13. Number of initiatives addressed to students
14. PERCENT OF TOTAL INITIATIVES ADDRESSED TO STUDENTS
15. Amount of talk addressed to students
16. PERCENT OF TOTAL TALK ADDRESSED TO STUDENTS
Raw data, which is of limited usefulness, is written in small case
letters, while relational data, which describes a given group's
behavior more meaningfully and which makes possible a comparison
between groups, has been written in capitals.
Depending on the researcher's focus, some of these measures
will
be more appropriate than others. The computation of
additional sum-
mary scores from the raw data is also possible.
It may be desirable
to characterize the behavior of a group in terms
of a single composite
2 A
1
score; such a scoring formula would have to be developed on the basis
of decisions as to how aspects of participation behavior should be
weighed
.
In addition to the kinds of numerical scores just described, it
is also possible to take another approach to interpreting raw coding
data: the drawing up of matrices. Interaction matrices would yield
an interesting picture of the sequence of events.
Rationale and Description of a Measure of Degree of Initiative
In analyzing the process whereby speaker turns are distributed
in the context of the classroom, it becomes clear that not every mem-
ber of the group has an equal chance at seizing a turn at every turn-
taking juncture. The teacher has the power and authority to dispense
or withhold turn-taking rights and he or she exercises this power by
differential use of conversational intent (as defined in the RIAS) and
of addressee(s) . When a student wishes to speak up, the situation may
require very different degrees of assertiveness in order to succeed
at seizing a speaking turn. For example, the assertiveness or "degree
of initiative" necessary for a student to respond to a question put
directly to him is considerably lower than in the case where the stu-
dent wishes to "interrupt" a formal lecture with a comment. Further-
more, while it may seem as if the taking of a speaking turn from a
fellow student would require less assertiveness than the taking of the
turn from the teacher, upon analysis of the classroom speaking rights
distribution it becomes clear that generally expectations are that
the right to speak be returned to the teacher first, to be
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individual, or where a specific student has been
addressed, although without explicit response elicita-
tion intent, and a mild expectation of response from
that student has been created.
Operationally defined: second degree initiatives are
preceded by any of the follow-
ing codes:
TQ, TI, or Tc directed at sub-
sequent speaker
,
#Q, #1, or //c directed at sub-
sequent speaker
Third Degree Initiatives :
This category applies in situations where the expectancy
of a response from the specific individual respondent is
so strong as to make the alternative of keeping silent
somewhat awkward and uncomfortable. This happens in
situations where a specific student has been asked a
question or been invited to respond.
Operationally defined: third degree initiatives are
preceded by any of the follow-
ing codes:
Tq or Ti specifically addressed
to subsequent speaker,
or #-*- specifically addressed
to subsequent speaker
Clarifications of ambiguous situations:
In cases where the addressee of an initiative changes
during that initiative but where the subsequent speaker
was at one time personally addressed, the latter speaker
is considered to have been addressed directly throughout
that initiative, unless it is made clear through use of
the mark " " that someone else was, in fact, specifically
addressed and expectations were that someone else would
respond
.
Analysis of Type 2 Events
The analyses described so far all concerned Type 1 events and
provided the basis for testing hypotheses about amount and kind of
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redistributed among other students. Thus, when a student seizes the
turn to speak upon another student's completion of his or her turn,
this second student exhibits about as much initiative as if he or she
had taken the turn away from the teacher. Most students are more
concerned with being recognized by the teacher and seeking the
teacher's conferral of speaking rights than they are concerned with
being recognized by a fellow student.
From these observations, which have been made in the course of
observing over twenty live classes and which were guided by the
turn-taking models of Sacks, Schegloff and Jefferson (1974) and
Zimmerman and West (1975)
,
the following system of determining the
degree of initiative displayed in a given turn seizure has been
developed
:
First Degree Initiatives :
This category applies when a student's speaking turn
has not been directly or implicitly solicited; i.e.,
when no question has been posed or invitation to
speak been extended either to the class as a whole or
to the specific individual taking the initiative to
speak.
Operationally defined: first degree initiatives are
not preceded by any of the
following codes:
TQ, TI; Tq or Tc addressed to
subsequent speaker,
#Q, #1; or #
c addressed to
subsequent speaker
Second Degree Initiatives :
This category applies in situations where either stu-
dent response is expected but not from any specific
successful turn-taking behavior. As noted above, Type 2 events con-
cern behaviors which relate to the atmosphere and interaction back-
ground of Type 1 events and which not only help to round out the pic-
ture of classroom interaction, but allow testing of hypotheses such
as
:
1. A mixed-sex classroom is characterized by greater
informality, manifested by more frequent occurrences
of laughter, confusion (several people talking at
once)
,
and both more attempted and successful inter-
ruptions as well as explicit disagreements than an
all-female class.
Relevant data and analysis: the number of occur-
rences of events: L, M, m, /, V > d, and side
speakers are tallied for each class and their totals
compared
.
2. An all-female classroom tends to be more formal,
with less smooth and spontaneous transition between
speakers than a mixed-sex classroom.
Relevant data and analysis: the number of occur-
rences of events: H (hands raised) and the
sequence TQ or TI followed by 9 or more seconds of
silence are tallied and totals compared.
3. Male students attempt to interrupt and succeed in
interrupting their fellow students (male or female)
more frequently than female students either attempt
or succeed in interruptions.
Relevant data and analysis: interruption events
are scrutinized according to identity of interruptor
and "interruptee" (V ' s and / ’ s)
,
the number of
such events in which both are students is tallied
according to sex of interruptor, and weighing
totals according to number of participating students
present of each sex in a given class, these totals
are compared for male and female students.
The combination of data gathered about Type 1 and Type 2 events
is rich and makes possible a large variety of analyses, not touched
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upon in the RIAS description so far. For example, the content distinc-
tion between "C" for comment and "E" for exposition is intended to
serve the possible purpose of an analysis of how long a teacher is
willing to comment on a student’s input before he or she feels com-
pelled to return to the "real order of business"; i.e.
,
to exposition
and lecturing. If precise timing were done on all teacher talk as
well as on all student talk, a useful analysis would be to compare
the amounts of time spent in lecturing with amounts and kinds of stu-
dent participation. The kinds of data which the RIAS makes it possi-
ble to collect can serve to test a large variety of hypotheses about
classroom interaction. If the RIAS were used in conjunction with a
tape-recorder, a much finer analysis of speech content could be done
and such an analysis, together with the interactional analyses made
possible with the RIAS, could prove very fruitful.
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APPENDIX K
PRE-2 STUDENT INTERN QUESTIONNAIRE
EDUCATIONAL PHILOSOPHER QUESTIONNAIRE
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NAME:
PRE-2 STUDENT INTERN QUESTIONNAIRE
1. The Educational Philosophy and Curriculum Development Seminars
were designed to prepare you for what you were to do in the
Conferences. In your opinion, how well did each of these sets
of seminars prepare you for your activities leading up to and
including the Conferences (e.g., concept clarification, lesson
planning)
.
Educational Philosophy Seminars:
Not Adequately Exceptionally
At All Well
Curriculum Development Seminars
:
Not Adequately Exceptionally
At All Well
Comment on any shortcomings.
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2. The Educational Philosophy and Curriculum Development Seminars
were designed to be integrated.
(1) Identify aspects of the integration that you noticed
and comment on their helpfulness.
(2) Identify aspects which you feel could have been better
integrated
.
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3. Think back to your first Conference. Use the following list of
steps in the Conference procedure to indicate any aspects for
which you felt inadequately prepared and so indicate with a
check.
Preparatory Segment
Plan a lesson using the format provided.
Implement the lesson in your classroom.
Complete the Preview Guide after previewing
the videotape.
Problem Delineation Segment
Discuss the implemented lesson.
Select and refine a problem statement
evidenced in the videotape for further
delineation
.
Problem Review Segment
Complete the activities assigned by the
educational philosopher.
Problem Analysis Segment
Discuss the completed assigned activities.
Relate the completed activities to the
selected problem statement.
Relate your teaching performance in the
classroom to broad philosophic principles
underpinning this practice.
Comment on any inadequacies.
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4. Think back to your most recent Conference. Use the following
list of steps in the Conference procedure to indicate any
aspects for which you felt inadequately prepared and so indi-
cate with a check.
Preparatory Segment
Plan a lesson using the format provided.
Implement the lesson in your classroom.
Complete the Preview Guide after previewing
the videotape.
Problem Delineation Segment
Discuss the implemented lesson.
Select and refine a problem statement
evidenced in the videotape for further
delineation.
Problem Review Segment
Complete the activities assigned by the
educational philosopher.
Problem Analysis Segment
Discuss the completed assigned activities.
Relate the completed activities to the
selected problem statement.
Relate your teaching performance in the
classroom to broad philosophic principles
underpinning this practice.
Comment on any inadequacies.
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5 . Rate the implementation of
using the following list:
(a)
: :
_
Not Helpful
(b)
: :
_
Inadequate
(c)
: :
_
Boring
(d)
: :
_
Disjoint
(e) : :
_
Mechanical
(f) : :
_
Theoretical
(g) : *•
.
Ineffective
(h) : :
.
Waste of Time
(i) : :
Rigid
(j) : :
Dominated
(k) : :
Irrelevant
( l ) : :
Critical
O) : _______ :
Conventional
the Conference procedures as a whole
Helpful
Adequate
Interesting
Integrative
Reflective
Practical
Effective
Worthwhile
Flexible
Participatory
Relevant
Supportive
Innovative
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6.
Estimate in minutes the amount of time required by you to both
prepare for and participate in the first Conference.
(a) minutes (Preparatory Segment)
(b) minutes (Problem Delineation Segment)
(c) minutes (Problem Review Segment)
(d) minutes (Problem Analysis Segment)
7.
Estimate in minutes the amount of time required by you to both
prepare for and participate in the most recent Conference
(Conference Three)
.
(a) minutes (Preparatory Segment)
(b) minutes (Problem Delineation Segment)
(c) minutes (Problem Review Segment)
(d) minutes (Problem Analysis Segment)
8.
To what extent has your teaching performance improved since the
beginning of the semester?
Not At All Moderately Exceptionally
Improved Improved Improved
9.
If any improvement, what aspects of this improvement do you
attribute to your experiences in the Conferences?
10.
Would you recommend using the Conference procedures again next
semester for Pre-2 Student Interns?
Yes No
With what modifications in the Conference procedures?
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NAME:
EDUCATIONAL PHILOSOPHER QUESTIONNAIRE
Specify the number of Pre-2 student interns you were responsible for
during each of the four Conferences:
(a) Number of Pre-2 ’
s
(b) Number of Pre-2’
(c) Number of Pre-2 's
(d) Number of Pre-2'
in Conference One:
in Conference Two:
in Conference Three:
in Conference Four:
1. The Educational Philosophy Seminars were designed to prepare
Pre-2 student interns for what they were to do in the Conferences.
In your opinion, how well did these seminars prepare Pre-2 stu-
dent interns for their activities leading up to and including the
Conferences
.
Not Fairly Exceptionally
At All Well Well
Comment on any shortcomings.
254
2. Identify aspects of the integration of the Educational Philosophy
and Curriculum Development Seminars that worked.
Identify aspects which you feel could have been better integrated.
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3. Think back to the first round of Conferences. Use the following
list of steps in the Conference procedure to indicate any aspects
for which you felt the Pre-2 student interns were inadequately
prepared and so indicate with a check.
Preparatory Segment
Plan a lesson using the format provided.
Implement the lesson in your classroom.
Complete the Preview Guide after previewing
the videotape.
Problem Delineation Segment
Discuss the implemented lesson.
Select and refine a problem statement
evidenced in the videotape for further
delineation.
Problem Review Segment
Complete the activities assigned by the
educational philosopher.
Problem Analysis Segment
Discuss the completed assigned activities.
Relate the completed activities to the
selected problem statement.
Relate your teaching performance in the
classroom to broad philosophic principles
underpinning this practice.
Comment on any inadequacies
.
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4. Think back to the most recent round of Conferences. Use the
following list of steps in the Conference procedure to indicate
any aspects for which you felt the Pre-2 student interns were
inadequately prepared and so indicate with a check.
Preparatory Segment
Plan a lesson using the format provided.
Implement the lesson in your classroom.
Complete the Preview Guide after previewing
the videotapes.
Problem Delineation Segment
Discuss the implemented lesson.
Select and refine a problem statement
evidenced in the videotape for further
delineation.
Problem Review Segment
Complete the activities assigned by the
educational philosopher.
Problem Analysis Segment
Discuss the completed assigned activities.
Relate the completed activities to the
selected problem statement.
Relate your teaching performance in the
classroom to broad philosophic principles
underpinning this practice.
Comment on any inadequacies
.
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5. Rate the implementation of the Conference procedures as a whole
using the following list:
(a) : : :
Not Helpful
(b) : : :
Helpful
Inadequate
(c) : : :
Adequate
Boring
(d) : : :
Interesting
Disjoint
(e) : : :
Integrative
Mechanical
(f) : : :
Reflective
Theoretical
(a) : :
Practical
Ineffective
(h) : : :
Effective
Waste of Time
m : : ••
Worthwhile
Rigid
fi) ! : :
Flexible
Dominated
; : :
Participatory
\ 1'-/ • —
Irrelevant
m • : :
Relevant
Critical
Supportive
\ 111 / *
Conventional
Innovative
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6.
Estimate in minutes the amount of time required by you to both
prepare for and participate in a typical first Conference.
(a) minutes (Preparatory Segment)
(b) minutes (Problem Delineation Segment)
(c) minutes (Problem Review Segment)
(d) minutes (Problem Analysis Segment)
7.
Estimate in minutes the amount of time required by you to both
prepare for and participate in a typical third Conference.
(a) minutes (Preparatory Segment)
(b) minutes (Problem Delineation Segment)
(c) minutes (Problem Review Segment)
(d) minutes (Problem Analysis Segment)
8.
In your opinion, how utilizable were the mechanics and the design
of the Conference Format?
Preparatory Segment:
Not
At All
Problem Delineation Segment
Fairly
Utilizable
Most
Utilizable
Not
At All
Problem Review Segment:
Fairly
Utilizable
Most
Utilizable
Not
At All
Problem Analysis Segment:
Fairly
Utilizable
Most
Utilizable
Not
At All
Fairly
Utilizable
Most
Utilizable
Would you recommend using the Conference procedure again next
semester for Pre-2 student interns?
Yes No
With what modifications in the Conference procedure?


